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ABSTRACT 
 
In this qualitative study the researcher provided proposed guidelines to empower 
teachers to render learner support to learners who experience reading barriers. A 
literature study was undertaken to investigate the importance and consequences of 
inclusive education, the need for a systematic approach, reading problems and its 
causes and remediation thereof. The empirical study includes interviews with 
important stakeholders and observations. The results of the empirical study 
culminated into proposed guidelines to empower teachers to render learner support 
to these learners. Recommendations were made based on the literature study and 
the results of the empirical research. 
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CHAPTER 1 
 
INTRODUCTION, PROBLEM STATEMENT, AIMS OF THE STUDY, 
METHODOLOGY AND PROGRAMME OF THE STUDY 
 
1.1 INTRODUCTION 
 
According to the National Centre for Educational Statistics, 38 percent of fourth 
graders nationally cannot read at even a basic level. This means that they are not 
able to read and understand a short paragraph out of a simple children‟s book. 
 
Everyday tasks would be a problem if we could not read (Coxon, 2007:1). This is an 
indication of how large the reading problem in South Africa is. The implications of 
this fact are huge, especially for the development of literacy in this country. Learners 
who are unable to read cannot learn. Therefore, it is important that reading barriers 
should be addressed at primary school level already. White Paper 6, Special Needs 
Education, Building an Inclusive Education and Training System, stated that early 
identification of barriers to learning will focus on learners in grade R to grade three, 
which is the foundational phase in the primary school (Department of Education, 
2001:33).   
 
Unfortunately, in many low-income urban school districts the percentage of learners 
in the fourth grade who cannot read at basic level is as high as 70 percent. Over 10 
to 15 percent of learners will eventually drop out of school, while over 70 percent will 
report difficulties in learning to read (Carnine, Silbert, Kame‟enui, Tarver and 
Jungjohann 2006:4). Furthermore, Blank stated that 40 percent of all learners 
experience difficulty in learning to read. These statistics are shocking.   
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The school, where the researcher is teaching, Hillcrest Primary, is situated in 
Helenvale. This is a small suburb in the Gelvandale area, in Port Elizabeth, where 
mostly Afrikaans-speaking coloured people live.  
 
Most of the families are living below the bread line, and are dependent on social 
grants for a living. Our school fees per year are only fifty rand; and only 41% of the 
parents have currently paid their children‟s school fees for the year. 
 
Last year, we had a special class for Learners with Special Educational Needs 
(LSEN), but due to the implementation of inclusive education policies, these learners 
were mainstreamed. Most of the learners in our classes have experienced barriers to 
reading. Parents had the option to take their children to a special school that could 
provide for their needs. These schools are all situated in the South, and because of 
severe poverty in the community, these parents could not afford to send their 
children to these schools. White Paper 6, Special Needs Education, Building an 
Inclusive Education and Training System, state that most of the learners with special 
needs have to be accommodated in mainstream classes, as part of the Education 
and Training System (Department of Education, 2001:36). 
  
Teachers who are teaching learners who experience barriers to learning in 
mainstream classes have raised their concerns regarding the above-mentioned 
issue. One of the concerns raised at my school was that they did not know how to 
help a learner who experienced difficulty in reading in an inclusive classroom. In this 
regard, the teachers expressed their frustration with the lack of expert knowledge on 
issues of Special Educational Needs and with the lack of clarity on formulating a 
lesson in an inclusive setting that caters for a diversity of learners.  
 
Most implementation efforts focus on teaching teachers effective teaching strategies, 
while ignoring the conditions under which teachers must carry out these duties 
(Stofile and Green, 2007:59). 
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This will, however, mean that teachers‟ attitudes, assumptions and curricula 
regarding inclusive policies must all be positive (Green, 2001:6). The difficult task for 
teachers would appear to be to motivate learners to be readers (Duffy, 2009:1). This 
can only happen if they stay committed to their learners and these learners are 
prepared to learn. 
 
In this regard, Weaver (2002:4) stated that learners, who experience reading 
barriers, might be the ones who would try the hardest to please the teacher.        
 
According to Green (2001:4), inclusive education assumes that local mainstream 
schools and classrooms are usually the most appropriate settings for all learners. In 
this regard, the Special Education and Disability Act (2001) states that it is a 
learner‟s right to be educated in the mainstream classes. In addition, the new 
Constitution brought in a Bill of Rights that secures the right of all South Africans to 
basic education (Stofile and Green, 2007:52).  
    
Teachers, however, feel overwhelmed and helpless that the Department of 
Education is imposing decisions on them without any consultation. They feel that the 
Department of Education puts pressure on mainstream schools, to permit learners in 
their classrooms for whom they are not ready and cannot teach. Therefore, the 
challenge is to equip teachers with skills and to strengthen their confidence in 
themselves as lifelong learners within their profession (Stofile and Green, 2007:58). 
 
Furthermore, South African inclusive education activists have argued for an 
education system that could accommodate the learning needs of diverse learners in 
mainstream classes (Stofile and Green, 2007:54). As discussed in Chapter Two 
(page 65-67, point 2.7.7), White Paper 6, Special Needs Education, Building an 
Inclusive Education and Training System stated that the following important changes 
that were used in the past, now needed to be rectified, because the syllabi did not 
meet the needs of all the learners. They also did not minimise barriers to learning, 
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and they did not accommodate or respect any diversity (Department of Education, 
2001:12, 16, 31-32). 
 
In the above-mentioned regard, Oswald (2007:140) stated that the increasing learner 
diversity, larger class sizes and intensive needs of learners in an inclusive classroom 
are very demanding for the teachers, and they need support to provide quality 
education for all their learners.  
 
1.2 PROBLEM STATEMENT 
Some learners come to school being able to read a number of words, while others 
come to school with very little ability to read words. The last-mentioned learners 
might require six months to a year of instruction in decoding before they might be 
able to read many words (Carnine, Silbert, Kame‟enui, Tarver, Jungjohann, 2006:8). 
In addition to the last-mentioned, some learners only lack in literacy and others in 
oral and literacy-related abilities. Both of these groups of learners will need support 
in early-word-reading skills before they will be able to make progress in learning to 
read. These skills play an important role in becoming a literate and educated person 
(Carnine, Silbert, Kame‟enui, Tarver, Jungjohann, 2006:7; and Lewis and Ellis, 
2006:1). 
       
In this regard, White Paper 6, Special Needs Education, Building an Inclusive 
Education and Training System are unanimously accepting and respecting of the fact 
that all learners are different in some way or another, and have different learning 
needs, which should be equally valued (Department of Education, 2001:16). The 
White Paper, however, does not empower teachers, who are teaching the Learners 
with Special Educational Needs in an inclusive setting – to render learner support to 
learners who are experiencing reading barriers. According to Blank (2006:2), 80 
percent of learners who experience learning disabilities are in special education, only 
because they have not yet learnt to read.  
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Learners who cannot read find the reading material and reading tasks in their other 
subjects very difficult to understand, and teachers should realise that learners who 
experience barriers to reading need support throughout their school day in all of their 
subjects (Ryder and Graves, 2003:145 and Gaskins, 2005:6). 
 
Therefore, a well-established education support system for teachers, parents and 
learners with barriers to reading is absolutely imperative.  
  
The focus of this research will be on the development of guidelines for teachers – to 
empower them in rendering support to learners who experience reading barriers in 
an inclusive setting. The main problem of this study can, therefore, be stated as 
follows: 
 
How can guidelines be established for teachers to render learner support to 
learners who experience reading difficulties within an inclusive classroom? 
 
This main problem statement also poses the following sub-problems: 
 Do mainstream teachers have the necessary skills to render support to learners 
who experience reading difficulties in their inclusive classrooms? 
 Can mainstream teachers correctly identify the reading problems their learners 
experience by means of an error analysis? 
 How equipped are mainstream teachers to design a reading programme to 
alleviate reading barriers? 
 How can teachers give parental guidance to parents of learners with reading 
barriers to learning? 
 How does the policy of Inclusive Education influence and provide guidelines to 
the teacher to render the necessary support to learners with special educational 
needs in the mainstream? 
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1.3. THE AIM OF THE STUDY  
The main aim of the study is to establish guidelines for teachers to render learner 
support to learners who experience reading difficulties within inclusive education. 
 
The sub-aims presenting from the above, are the following: 
 To establish whether teachers have the necessary skills to render support to 
learners who experience reading difficulties in their inclusive classrooms. 
 To establish whether mainstream teachers can correctly identify the reading 
problems their learners experience – by means of an error analysis. 
 To find out whether mainstream teachers can design a reading programme to 
alleviate reading barriers. 
 To obtain guidelines on how teachers can be empowered to give parental 
guidance to parents of learners with reading barriers to learning. 
 To obtain guidelines from the policy of Inclusive Education to empower the 
teacher to render support to learners with special educational needs in the 
mainstream. 
 
1.4. METHODOLOGY 
1.4.1 Type of Research 
The qualitative research approach will be use for this study, because it will focus on 
the description of people‟s feelings, their beliefs, thoughts, attitudes and perceptions 
of barriers to reading. 
 
In this regard, Heaton (2004:60), Takona (2002:309) and Struwig and Stead 
(2001:17) stated that a characteristic of qualitative research is that the researcher is 
trying to see the participant‟s perceptions of the world through the eyes of the 
participants themselves. The participants‟ perceptions include their feelings, beliefs, 
ideas, thoughts and actions. 
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In this regard, Denscombe (2003:267) and Holliday (2002:4) have pointed out that 
the qualitative approach, in the social sciences, raises the need to find out how 
people feel about the information they provide. 
 
For the purposes of this study, teachers, teaching the learners who experience 
barriers to reading in an inclusive classroom, their parents and the educational 
psychologists who work with these learners on a daily basis, will be asked about 
their feelings, ideas, thoughts and actions – regarding learners who experience 
barriers to reading and the support needed to help these learners. 
 
In the above-mentioned regard, this study will focus on the support to teachers, 
when teaching learners with barriers to reading in the mainstream classes; the 
support these teachers have to give to the parents of these learners; as well as to 
the learners who are themselves experiencing barriers to reading.  
 
According to Holliday (2002:10-11), qualitative research is what we do in everyday 
life. In this regard, Takona (2002:304) has pointed out that qualitative research can 
document and characterise the diversity and complexity of literary activities, as they 
occur in school, work and daily life. We have to solve problems all the time, and 
know how to behave ourselves when mixing with other people in a wide range of 
settings. Holiday believes that research should concentrate not only on how others 
behave, but also on how we, as researchers, should behave too. In this study, the 
researcher will look at how teachers are dealing with the complexity of reading 
barriers in inclusive classrooms. 
 
Takona, in addition, (2002:308,311) states that the great strength of qualitative 
research is its closeness to people in real situations, and its concern for 
understanding human beings – as they perform in the course of their daily lives. 
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This research has the power to provide information based on the everyday life 
environment of the population under study. This is what makes this approach most 
suitable for this study. 
 
This study aims to accumulate information, interpret it, discuss it and make 
recommendations. How people behave, feel and think can only be understood if one 
gets to know their world (Gillham, 2000:11). Therefore, the researcher will have to 
know the world of the participants in the study.  
 
According to Nagy, Biber and Leavy (2006:24-25), phenomenology focuses on the 
process of individuals understanding and giving a sense of order to the world in 
which they live.  
 
In this study, the researcher will investigate how teachers feel about teaching 
learners who experience reading barriers. Furthermore, she will investigate how they 
cope within an inclusive classroom, regarding reading barriers. She will also find out 
what their needs for support are. 
 
The word „qualitative‟ refers to the qualities of entities and the processes of 
meanings that are not experimentally examined or measured. According to Denzin 
and Lincoln (2000:28), qualitative research is a field of inquiry in its own right. In this 
study, the problems that learners with reading barriers experience in an inclusive 
classroom – and their teacher‟s problems in supporting them – will shape this 
inquiry.  
 
Qualitative methods are also used to describe and examine the nature of subjects, 
the perceptions of the world and how their views are constructed, rather than to 
establish whether or not the views are a true reflection of reality. 
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Qualitative research is associated with different intellectual positions, such as 
phenomenology, symbolic interactions and naturalism (Heaton, 2004: 55-56).  
 
In this regard, Gillham (2000:96) further states that the naturalistic researcher is 
more concerned with giving an account of the quality of the research process, and is 
characterised by the following structures: the chronological order in which things 
happen; logical coherence; the researcher, who must keep the aim of the research at 
all times in sight; the research questions – explaining the issues being dealt with – 
and to give meaning and understanding to the research. 
 
According to Henn, Weinstein and Foard (2006:157), a good qualitative research aim 
is to achieve meaning far beyond the limited empirical boundaries of the study.  
 
In addition, Gillham (2000:11) further pointed out that in qualitative research, people 
should be studied in their context – in order to understand them in real life – and 
objective research techniques should be followed. The purpose of this study is to 
empower teachers and parents to render support to the learners who are 
experiencing reading difficulties within the framework of an inclusive education 
system.  
 
Qualitative researchers direct their attention to the meanings given to events by 
participants (Kincheloe, 2003:188). According to O‟Donoghue and Punch (2003:i), 
qualitative research is an important form of research in education, and the findings of 
such projects can play an important role in shaping policy and practice. 
 
Furthermore, qualitative research is characteristically explanatory, fluid and flexible, 
data-driven and context-sensitive; and the designs need to allow for flexibility and for 
decision-making to take place, as the research process proceeds (Mason, 2002:24). 
This type of research involves the interpretation of data which are flexible and 
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sensitive to the social and natural context produced over a period of time (Grix, 
2004:120).  
 
Heaton (2004:55) has highlighted six key features of qualitative research. The 
following key features will be used in this study: 
 Description of the social setting being investigated. The social setting in this study 
will be the school environment.  
 Examination of social behaviour and events in their historical and social contexts. 
Through this study the researcher will be able to examine the social behaviour of 
the learners with barriers to reading on the playground – through observation.     
 The examination of the process by which social life is accomplished. In this study 
the researcher is going to investigate the need for support for teachers and 
learners regarding barriers to reading in the classroom.  
 The adoption of a flexible and unstructured approach to social inquiry. The 
researcher in this study will make use of semi-structured interviews – and will 
leave room for flexibility in her approach. 
 The reliance on theories and concepts that have derived from the data. In this 
study, the researcher will transcribe and code the data for any emerging themes 
and sub-themes, and will rely on the analysis and interpretation of all data to 
come to conclusions. 
 
Takona (2002:303,312) describes the purpose of qualitative research as being to 
understand human experience – by making known the processes by which people 
make meaning of their worlds – and then reporting on what those meanings are. This 
shows clearly an interest in understanding how people make sense of their world, 
and the experiences they have in that world. 
  
According to Gillham (2000:10), and Anfara and Merts (2006:142), qualitative 
methods concentrate primarily on what the participants tell you, and the reality they 
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bring to the research experience. These issues will enable the researcher to 
understand the meaning of what is going on. 
 
Their great strength is that they can illuminate issues and give possible explanations, 
which are important in the search for meaning. In this study, the researcher will 
communicate with the participants through these layers of meaning. 
 
According to Walliman (2001:122), the ethnogenic approach aims to represent a 
view of the world – as the participants under observation structure it – by eliciting 
phenomenological data. This takes place in an undisturbed setting with the 
participants. Furthermore, this approach attempts to represent the totality of the 
social, cultural and economic situations, regarding the context, to be equally 
important. In this study, the researcher will get a chance to be objective and to 
investigate the participants‟ feelings, ideas, perspectives and thoughts in an 
undisturbed setting – taking into account their social, cultural and economic 
situations – by conducting interviews at schools. 
  
Holliday (2002:143) states that personalised forms of discussions also enable the 
researcher to make contact with the reader, and to emphasise the everyday nature 
of qualitative research. However, qualitative research has its own approach to the 
collection and the analysis of data and this differentiates it from other approaches.  
 
In order to generate trustworthy data on the subject matter of this study, qualitative 
research presents itself as being most suitable for the purpose of this study, since 
this approach will render the results needed on which to base the guidelines to 
render support to teachers who are teaching learners with reading barriers. 
 
In this qualitative research, two qualitative approaches will be implemented, namely 
a literature study and an empirical study. 
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The literature study will be made up of a review of literature on inclusive education, 
South Africa‟s policies since 1994 and the possible causes for, as well as the 
remediation of reading problems. 
 
In the empirical study, teachers, parents and educational psychologists will be 
interviewed to obtain their perception on their role in rendering support to learners 
who are experiencing barriers to reading. In Chapter Four, the data collection for the 
empirical research will be described.   
 
Data collection will now be discussed. 
 
1.4.2 Data collection 
 Data collection techniques for the purpose of this study, will include interviews, 
using a tape recorder to record them, observation and the making of field notes, 
where the researcher writes down what she observes and hears. According to 
Holliday (2002:99), data are what the researcher sees or hears, and comprises that 
which is collected or recorded. 
 
These types of data are informal or formal conversations, observations, audio tapes 
and interviews (Gay and Airasian, 2000:19). Raw data are data, which are still in the 
form in which they were recorded or collected.  
 
Holliday (2002:69, 97) further maintains that an important criterion for good data is 
the degree to which it provides the potential for thick description – by bringing out 
different and deeper aspects of the research study. The drive in data collection is to 
make sense of the total experience, what is in the field, and what is being 
considered. For the purpose of this study, the researcher interviewed teachers who 
are currently teaching the learners in the mainstream classes – who are 
experiencing barriers to reading.    
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Struwig and Stead (2001:11) state that qualitative research concerns itself – partly 
with approaches, such as phenomenology, ecological psychology, ethnography, 
symbolic interaction and post-modernism; and it employs research methods, such as 
observation, archival source analysis, interviews, focus groups and content analysis. 
 
The qualitative method is applicable to this research, because the researcher will 
make use of interviews, observations and focus groups in the collection of data. In 
this study, through qualitative research methods, the researcher interprets the 
meaning that the participants attach to their context. This is done by transcribing the 
data and coding them for themes and sub-themes. The researcher made use of 
interviews and observations in this study, in order to collect the necessary data. 
 
According to Henn, Weinstein and Foard (2006:158, 160), and Anfara and Mertz 
(2006:130), it is during the course of data collection and analysis that the researcher 
narrows down the research problem and begins to formulate and test the 
hypotheses. The results from observation or unstructured interviews are usually the 
main sources of data, as well as public and private documents, or official statistics 
and questionnaires. These may all be used as data. In this study, the researcher 
made use of semi-structured interviews and observation to collect the data 
necessary for this study. 
 
Qualitative research uses a wide variety of methods of data collection. These 
methods of data collection will guide the researcher to develop a holistic account of 
the research project at hand. Henn, Weinstein and Foard (2006:186, 187) further 
state that qualitative research often seeks to generate its own data. These are 
collected through a planned study of first-hand observation and interviews. In this 
study, the researcher made use of observation and interviews. Qualitative data are 
helpful in understanding how and why something is happening, in terms of a more in- 
depth exploration of the phenomenon.   
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Takona (2002:303) also states that qualitative data sources include data observation 
and participant observation, interviews and questionnaires, documents and text – as 
well as the researcher‟s impressions and reactions. There are the three approaches 
that would seem to be the principal methods most suitable here. 
These are: 
 Observation. This refers to both, participant observation and direct observation. 
In this study, the researcher is making use of direct observation during interviews 
and when making field notes.  
 Qualitative interviewing. This refers to unstructured and structured interviews.  
In this study, the researcher will make use of semi-structured interviews. 
 Unobtrusive research. This includes the study of documents which are, at times, 
not easily noticeable. In this study, inclusive education policy documents were 
studied. 
 
These qualitative approaches have in common a confidence in the written or spoken 
word – the observable behaviour of the person to be studied, as the main source for 
the data analysis. The qualitative researcher will develop knowledge by collecting all 
the verbal data – through an intensive study of specific instances of the phenomenon 
being studied. This will be done by subjecting these data to an analytical course 
where the data will be transcribe, code, analyse and interpret, to come to 
conclusions (Takona, 2002:304). 
 
Qualitative researchers examine a small number of people, sites or situations; and 
they usually do this over a period of time. They gather their data by using themselves 
as instruments, observing, participating and interviewing. They formulate questions 
to guide the inquiry (Takona, 2002:310). 
 
The strategies for data collection will now be discussed. 
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1.4.2.1. Strategies for data collection 
The two most commonly used data-collection strategies in qualitative methods in 
social research are interviews and observation. For the purposes of this study, the 
researcher will make use of semi-structured interviews and observation. 
 
According to Takona (2002:308), one of the researcher skills is a working 
understanding of the issues being studied – in order to interpret and react to them as 
they are being collected. The researcher must be able to determine whether different 
sources of data contradict one another, and whether additional sources are required. 
During the interviews, the researcher will ask follow-up questions if they are needed 
to clarify or understand what the participant has been saying.        
  
Walliman (2001:323) states that a common feature of qualitative research is data in 
the form of words, either written or spoken. In this study, the data-gathering 
techniques were semi-structured interviews with teachers and parents to gather 
evidence relating to their expertise in regard to their skills and knowledge. For 
example, any specialist training that could help to support them in teaching learners 
with barriers to learning in an inclusive setting, and a positive approach towards 
inclusive education and remedial teaching.  
 
Interviews with the parents focused on their perceptions, feelings and ability to 
educate and support their children who are currently experiencing barriers to 
reading. 
  
Interviews, as a data-collection method will now be discussed.  
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1.4.2.1.1 Interviews 
Interviews are described as a conversation, where the art is asking questions and 
listening at the same time. At least two people are needed before an interview can 
take place. In this situation, answers are given and interviews became a method of 
making friends (Denzin and Lincoln, 2005:643,696). 
 
In addition, there are multiple forms of conversation; for example, qualitative 
research interviews, written conversations through novels, journalistic interviews, 
conversations through  drama or acting, legal interrogations and academic oral 
examinations.  
 
According to Gilham (2000:10), and Anfara and Merts (2006:142), qualitative 
methods concentrate primarily on what the participants tell you and the reality they 
bring to the research experience. These insights will enable the researcher to 
understand the meaning of what is going on. 
 
Furthermore, Denzin and Lincoln (2005:698,703) state that we live in an interview 
society, because of the extensive use of interviews to acquire information. 
Interviewing skills are not simple motor skills, like riding a bicycle; they involve a 
higher-order combination of observation, emphatic sensitivity and intellectual 
judgment. The researcher in this study, made use of interviews and asked specific 
questions to acquire the information needed to render the necessary support to the 
learners with reading barriers in an inclusive setting, their parents and their teachers. 
 
Interviews are the foundation to most qualitative methodologies. In this regard, 
Takona (2002:307) states that a qualitative researcher must own superior 
communicating skills, in order to empathise, establish rapport, elicit richly descriptive 
interview responses and to listen effectively. 
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In addition, Gomm (2003: 216, 217) further points out that experiments, surveys and 
interviews are all events set up by researchers, to generate research data. The data 
generated by an interview are a record of the interaction between the interviewer and 
the interviewee. Furthermore, ethnographic data is a general term used for 
qualitative interviews. 
 
According to Henning, Van Rensburg and Smit (2004:42), the ethnographer needs to 
spend sufficient time in the setting of the participants, where they can carry out their 
daily tasks and conversations – in order to be able to give a thick description. Their 
great strength is that they can illuminate issues and give possible explanations; 
these are important in any search for meaning. In this study, the researcher will 
communicate with the participants by making use of semi-structured interviews to 
generate data.  
 
In addition, Henning, Van Rensburg and Smit (2004:53) state that whatever the aim 
of the interview, the standard is guidance without interference or conversation from 
the interviewer. Whether the content is based on facts, as in a survey interview or 
someone‟s deepest emotions, as in a free attitude interview or people‟s narrative 
version of their lived experiences, as in the phenomenological interview, the content 
is believed to be the „real‟ thing – as presented by the participants involved. 
 
According to Mason (2002:75), Heaton (2004:66), Henn, Weinstein and Foard 
(2006:159), and Robinson (2002:288), the words of the participants are often 
recorded on audio tape; while interviews and observational work can, alternatively, 
be recorded manually. The researcher in this study made use of an audiotape during 
interviews, to capture the exact words of the interviewees. This was done to 
eliminate the possibility of misinterpretations or misunderstandings that might have 
occured during the interpretation of the data. Therefore, the researcher will check 
with the participants to establish whether she has understood them correctly during 
the interviews. 
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In this regard, Henning, Van Rensburg and Smith (2004:74) and Lankshear and 
Knobel (2004:210), pointed out that it would be wise if the researcher would check 
the recording equipment for any technical problems – before interviewing the 
participants. Furthermore, Henning stated that it is important for a participant to feel 
comfortable with the manner of recording.  
 
The audiotape can also be used for further references in this study; and it allows the 
interviewer to concentrate on what the interviewee has to say, and to be a good 
listener. The researcher in this study recorded the interviews for transcribing. She 
will transcribe – for the purpose of coding the data – for emerging themes and sub-
themes.  
 
According to Walliman (2001:284), Mason (2002:62), Denzin and Lincoln (2005:698) 
and Robinson (2002:270), the two main methods of conducting interviews are face-
to-face interviews and via the telephone. These interviews can be carried out at 
home, work, outdoors and on the move. Mason (2002:63) further states if 
researchers choose qualitative interviewing, they will be interested in the 
participants‟ perceptions, meaning, their knowledge, their views, understandings, 
interpretations, experiences, feelings and interactions. 
 
The interviews with the teachers, parents of the learners with barriers to reading and 
the educational psychologist in this study are all semi-structured. As stated, in semi-
structured interviews, the researcher asks several questions and has the option to 
probe more deeply, by asking optional questions – depending on the situation. 
Therefore, the researcher chose semi-structured interviews as the data-collection 
technique. 
  
This provided face-to-face encounters, which helped the researcher to collect the 
information needed for this study. During these interviews, the researcher obtained 
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the teachers‟ feelings, their fears, perceptions, attitudes and their ability to cope with 
learners who are experiencing barriers to reading in the inclusive classroom setting.  
 
The interviews with the parents and with the psychologist also focused on their 
feelings, attitudes and fears for the learner with barriers to reading in an inclusive 
setting. 
  
According to Mason (2002:74), the interviewer should be sensitive to the 
interviewees‟ circumstances, their needs and rights. Interviewers should build their 
experience on what they already know about the interviewees. Furthermore, 
interviewers should focus on appropriate issues and topics relevant to their   
research questions, in order to support the flow of the interview interaction: for 
example, a nodding of the head, to show understanding.  
 
Walliman (2001:285), in addition, stated that the structuring of the interview depends 
on the type of information one wishes to obtain. Interviews, because of their 
flexibility, are a useful method for obtaining information and opinions from experts. In 
this regard, Denzin and Lincoln (2005:704) further state that the interviewer must be 
flexible, objective and a good listener. There should be a balance between open 
questioning and receiving responses, which can be subsequently examined and 
compared. Denzin and Lincoln (2005:697) urge researchers to be reflective on what 
the interview has accomplished, and at the same time, to uncover the ways in which 
one should go about creating the text. 
 
In this regard, Robinson (2002:275,276) pointed out that there are six advantages 
when making use of open-ended questions during interviews, namely: they are 
flexible and allow one to go into more depth or clear up any misunderstandings. 
Furthermore, they encourage more co-operation and rapport, and allow one to make 
a true assessment of what the respondent really believes. It was also pointed out, 
that they can produce unexpected or unanticipated answers. 
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In addition to the above, Robinson (2002:270) further states that semi-structured 
interviews have predetermined questions, but the order can be modified – based on 
the interviewer‟s perception of what seems to be most appropriate. 
 
The questions and the wording may be changed, and an explanation can be given. 
Semi-structured and unstructured interviews are used in flexible, qualitative designs. 
  
These are referred to as qualitative research interviews, and they are mostly 
appropriate in a social unit, such as a work-group, a department, or in a whole 
organization – using a series of interviews. In this study, the researcher made use of 
semi-structured interviews to interview the parents of learners with barriers to 
reading, and to interview the teachers teaching these learners in an inclusive 
classroom setting. 
 
The researcher made use of open-ended questions during the semi-structured 
interviews and remained focused. She always kept in mind what the aim of this 
research is – and what she wished to achieve when setting up questions. 
 
According to Henn, Weinstein and Foard (2006:150), qualitative research methods, 
such as in-depth interviews and observations, share the following characteristics: 
 Research is carried out in real-life settings, in order to build up an understanding 
of how people experience the world around them. In this study, the real-life 
setting will be the classroom and the teachers. 
 Adopting an insider perspective in research, wherever there is likely to be a 
closeness between the researcher and the people being studied. 
 Adopting an approach where the focus of the research may change during the 
course of collecting data, as ideas develop and particular issues become 
important. 
 
21 
 
In this regard, Heaton (2004:55) states that another key feature of qualitative 
research is, “Seeing through the eyes of the people”. 
 
The researcher, in this study‟s main aim, is to empower teachers to enable them to 
support their learners to overcome their reading barriers. The researcher will only be 
able to render support when taking the teachers, the parents and the psychologist‟s 
views, during their interviews, into account.  
 
Another form of data collection is observation. The researcher also used observation 
as a data-collection method. This will now be discussed. 
     
1.4.2.1.2 Observation 
According to Gillham (2000:46), the most direct way of obtaining data is through 
observation. The three main elements of observation are watching what people do, 
listening to what they say, and sometimes asking them to clarify questions (Gillham, 
2000:45). 
 
The unstructured observation used in the qualitative data collection allows the 
researcher to shift focus from one event to another, as new events arise, or to take 
part in periods of observation and note taking (Mertler, 2006:93). During this 
research, the researcher employed a co-researcher to accompany her during the 
interviews. The co-researcher made notes of the interviewees‟ feelings, ideas and 
actions – to get an understanding of what their body language said. These notes 
could be clarified after the interview, and it could be discovered whether they were 
correct or not.    
 
During the interviews, the researcher tape-recorded what had been said, and the co-
researcher made notes of important observations during the interviews. 
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According to Henning, Van Rensburg and Smit (2004:73), these notes are intended 
to note factors such as gestures, facial expressions, tone of voice, any change in the 
tempo of speech, and the general body language of the participants.   
 
Henning, Van Rensburg and Smit (2004:42); Mason (2002:87); Denzin and Lincoln 
(2005:643,644), all  suggest that the researcher who is going to carry out some form 
of observation needs to be prepared to observe, participate, interrogate, listen, 
communicate and take notes.  
 
Observation is the way of observing and gathering on-site data. This means that the 
researcher joins the setting as a stranger who seems to participate in the setting, but 
remains, actually, an outsider. 
 
These data were documented in the form of field notes. The researcher needs to 
spend sufficient time in the setting of the participants, where they carry out their daily 
tasks – and to hold conversations – in order to be able to give a thick description. 
 
As pointed out in Chapter Four, (page 166, point 4.3.2), the data the qualitative 
researcher collects in the field are intended to generate the empirical data set from 
where the study ends and where the findings will be drawn.  
 
Gillham (2000:48) suggests that the researcher write up everything he observes, as 
soon as possible. This will make things easier to recall at a later stage, and to 
record. The researcher in this study, made use of field notes during observation. This 
would make things easier to recall and code at a later stage. 
   
Observational research becomes a method that focuses on differences in the lives of 
particular people – in concrete but constantly changing, human relationships. 
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The two data-collecting techniques used in this study were interviews and 
observation. During observation, the researcher made use of field notes, where she 
and the co-researcher wrote down what was observed and heard. 
 
1.4.3 Data analysis 
Data analysis in qualitative research is an ongoing process – as initial observations, 
conversations and interviews are collected, the researcher analyses and codes them 
– in order to discover the nuances of the context, and the perspectives and beliefs of 
the participants (Gay and Airasian, 2000:19). 
 
According to Gomm (2003:189), the analyst of qualitative interviews looks for themes 
which are present in the whole set of interviews and creates a framework; then the 
analyst starts making comparisons and contrasts between the different participants 
or interviewees. 
 
Furthermore, they stated that thematic analysis has come to the conclusion that a 
well-conducted qualitative interview gives the interviewees the freedom and 
opportunity to say what they usually think (Gomm, 2003: 214).         
  
According to Gay and Airasian (2000:26), data analysis is based on categorising and 
interpreting the observations, conversations with participants, documents, tape 
recordings and interviews collected to provide a description and explanation of the 
participants and their experiences. These together comprise the methods of 
qualitative data. Heaton (2004:58) states that the analysis of qualitative data often 
begins during the fieldwork; and it informs the remaining data collection. This 
process of sequential analyses allows the researchers to leave open the analytical 
focus of the research and refine it as they proceed. 
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Henning, Van Rensburg and Smit (2004:101) further describe data analysis as a 
process that requires analytical craftsmanship, and has the ability to capture the 
understanding of the data in writing. A competent qualitative researcher is needed to 
analyse the data. 
 
Tesch (1990:154-156) describes the eight steps of the data-analysis process, as 
follows: 
 The researcher firstly reads through all the transcripts, to make sense of the 
whole. 
 He/she selects then any transcript to read. He/she asks: What is this about? 
Then, he/she writes down the possible theme and tries to identify the main 
themes. This is then repeated until all the transcripts have been read and 
identified. 
 All the emerging themes are listed, and similar themes are grouped together. 
 These themes are then abbreviated as codes; and these codes are written next 
to the appropriate segments of the text. 
 The groups of themes are turned into categories, and these categories are 
grouped together, if necessary, to reduce the list of categories. 
 The data belonging to each category are then assembled from the text, to be able 
to perform an analysis of the categories. 
  
In this study, the researcher firstly read through the field notes – to get a holistic 
picture before reading them line-by-line. The researcher then writes down the 
possible themes and identifies the main themes. The units that deal with the same 
topic are then grouped together into themes and sub-themes. These themes are 
then coded, exactly as stated above, by Tesch.   
   
1.4.3.1 Determining common themes 
Interview transcripts present possibly the most common form of qualitative data to 
researchers which they will have to analyse. The raw data, mostly in the form of a 
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cassette recording, have been transcribed first, and then analysed by writing notes 
over the transcript (Henn, Weinstein and Foard, 2006:190). In this research, the 
researcher and co-researcher transcribed all the interviews verbatim. The 
transcribed text was then coded for emerging themes and sub-themes by the 
researcher and the co-researcher. After a consensus meeting between the 
researcher and the co-researcher, the themes and sub-themes were subsequently 
identified. 
 
According to Denzin and Lincoln (2005:273), notes have to be written up, tapes if 
used, must be transcribed in full or in part. Time-planning and time-budgeting are 
crucial skills of successful enquiry in the real world. Robinson (2002:389) stated that 
qualitative analysis can be systematised and made widely available. 
 
Gillham (2000:71) describes the following guidelines required to analyse the content: 
 Transcription should be carried out as soon as possible after the actual interview; 
memory will help one in hearing clearly what is on the tape.  
 Go through each transcript, highlighting important statements. 
 Ignore repetitions, and other clearly irrelevant material.  
 The qualitative researcher develops, early in the study, a way to organise, code 
and retrieve the collected data for formal data analysis. 
 
Denscombe (2003:100,101) concentrates on how the process of interpretation is 
shared and socially formed. Good research involves a detailed description of the 
experience that is being investigated, put together and interpreted by those involved. 
 
Coding is another form of data analysis and will now be discussed.  
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1.4.3.2 Coding 
According to Walliman (2001:322), coding is an important constituent in the forming 
of typologies, as it facilitates the organization in the form of notes, observations, 
transcripts and documents. Nagy, Biber and Leavy (2006:348) further state that all 
the parts of the analysis must work together. Firstly, the researcher collects the data 
and then starts to analyze them. The next step is „open coding. This consists of 
reading line-by-line. The coding process starts where the researcher codes every 
line, sentence and paragraph. 
 
The following questions, during the process of coding, need to be asked before one 
commences to code (Nagy, Biber and Leavy, 2006:348,349). 
 What is going on? 
 What are people doing? 
 What is the person saying? 
 Is there anything that these actions and statements seem to take for granted? 
 How do structure and context serve to support or change these actions? 
The coding procedure is open-ended and holistic. The goal is to gain insight and 
understanding. There is no pre-defined or prescribed set procedure for coding.  
 
Analysis begins with looking for descriptive codes within the data – to create a lot of 
themes. In this study, the researcher made use of open coding, where every line, 
sentence and paragraph must be read and coded. 
 
Next, the sampling method of the study will be discussed. 
 
1.4.4 Sampling 
The researcher in this study, made use of a combination of purposive, convenience 
and judgement sampling. In qualitative research, the primary aim is to gain an 
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understanding of the social processes, rather than obtaining a representative sample 
(Henn, Weinstein and Foard, 2006:157). 
 
According to Gay and Airasian (2000:140), sampling is the process of selecting a 
number of individuals for a study who represent the larger group from which they 
were selected. The steps in sampling include: the identification of the population, the 
determined, required sample size and the selection of the sample. Qualitative 
research deals with small purposive samples, which include intensity sampling, 
homogeneous sampling, criterion sampling, snowball sampling and purposive 
sampling (Gay and Airasian, 2000:141). 
 
In addition, Henn, Weinstein and Foard (2006:157), as well as Henning, Van 
Rensburg and Smit (2004:71), all state that there are three approaches to sampling 
namely: 
 Theoretical or Purposive sampling. Both look towards people who fit the criteria 
of a desirable participant. The criteria come from the researcher‟s knowledge of 
the topic and also from how the theorizing on the ground is developing during the 
research. In this study, the researcher made use of purposive sampling by 
selecting teachers, parents and educational psychologists as participants who 
are teaching learners with barriers to learning in an inclusive classroom.   
 Snowball sampling. This is used where there is no obvious list to refer to, in order 
to generate a participant base for a study. 
 Convenience sampling. Participants are picked out of convenience. In this   
study, teachers, who are teaching learners with reading barriers, were picked to 
interview from schools in the Gelvandale area, the same area in which the 
researcher is currently teaching. The parents of the learners with reading barriers 
also stay in the same area. 
 
All the interviewees were easy accessible, during breaks and after school. The travel 
or transport costs for researcher were also much lower.    
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The sampling methods employed in this research will now be discussed. 
 
1.4.4.1 Convenience Sampling 
In the above-mentioned regard, Struwig and Stead (2001:111) pointed out that 
convenience sampling participants are picked out of convenience; they are available, 
accessible and articulate. According to them, a sample is selected by the 
researchers who choose what they believe, to be the best sample for the particular 
study. 
 
In this study, the researcher makes use of convenience sampling. 
 
Consequently, the researcher picked teachers at her school and surrounding schools 
who had first-hand experience and knowledge of teaching learners with barriers to 
reading in an inclusive setting – as well as teachers at eight other schools in the 
same area that fitted the same profile, as the participants in this study. (See also 
Chapter Four, page 169, point 4.3.3 for further details.)  
 
All these teachers have first-hand experience, knowledge and skills in teaching 
learners who experience barriers to reading in an inclusive setting. The parent 
participants were picked because their children are currently experiencing barriers to 
reading and all stay in the community around these schools. The educational 
psychologists were picked as participants, because they are all working very closely 
with the schools in the Gelvandale area, and are easy accessible.  
 
Another reason for choosing the sample was cost effectiveness. It will cost the 
researcher less because all the schools are in a radius of 10 kilometres, and all the 
participants would be interviewed at the nearest schools in their community. 
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1.4.4.2 Judgment and Purposive sampling 
According to Haller and Kleine (2001:250), the quality of a study‟s sampling 
procedures is important in assessing the external validity of a study. Lankshear and 
Knobel (2004:148) state that the researcher must use judgement to choose 
participants for the specific qualities they bring to the study.  In addition to the above, 
Cohen, Manion and Morrison (2007:114-115), Gay and Airasian (2000:138) and 
Stringer (2004:102) all stated that qualitative researchers hand-pick their participants 
in a sample on the basis of their judgement and their in-depth knowledge and 
experiences. 
The researcher will also make use of judgement sampling, because she implements 
certain criteria in the selection of the participants. 
 
 The following criteria were used for the selection of the samples:  
 Teacher participants had to have experience in teaching learners with barriers to 
reading. 
 Parent participants had to have children with barriers to reading.   
 Psychologist participants must be employed by the Provincial Department of 
Education, and they must all work with Learners with Special Education Needs 
(LSEN) on a daily basis. 
 
According to Takona (2002:311), the sample selection is non-random, purposive and 
small in qualitative research. The researcher spends a lot of time in the natural 
setting of the study in close contact with the participants. 
 
Takona (2002:378) further states that purposive sampling is chosen because the 
participants are likely to be knowledgeable and informative about the phenomenon 
the researcher is investigating. Furthermore, Struwig and Stead (2001:121,125) state 
that qualitative research focuses primarily on the richness of the data and the 
thickness of description. Therefore, qualitative researchers will select purposive 
samples. 
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They state that the resources available to the researcher also play a role in sampling 
decisions; for example, the availability of fellow researchers, financial constraints and 
when the information is required.  
 
According to Lankshear and Knobel (2004:149), and Wellington (2000:199), 
purposive sampling can provide data that are more specific and directly relevant to a 
research interest with specific aims in mind. The researcher has to decide on the 
groups for which the research questions are appropriate (Cohen, Manion and 
Morrison, 2007:175). 
 
In this regard, Wellington (2000:102) further states that decisions on sampling are 
difficult to make without an adequate view and information on the full population from 
which the sample has been taken.  
 
In this study, the teachers that were interviewed were hand-picked according to their 
knowledge, skills and experience in teaching learners with barriers to reading in an 
inclusive classroom.  
 
The sixteen parents that were interviewed (two from each school) were parents of 
the learners with reading barriers in an inclusive classroom, as indicated in Chapter 
Four (page 169, point 4.3.3).  
 
Three educational psychologists were picked, because they all worked with the 
referrals and support learners with barriers to learning in the Gelvandale area and in 
the specific coloured communities. Their knowledge and everyday experience were 
very informative. 
 
Ethical measures will now be discussed. 
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1.5 ETHICAL MEASURES 
Research ethics provides researchers with a code of moral guidelines on how to 
conduct research in a morally acceptable way (Struwig and Stead, 2001:66-72). This 
prevents researchers from engaging in misconduct, such as distorting and creating 
data, plagiarizing the work of others, failing to maintain the confidentiality of the 
research participants, or any attempts to pressurise people to participate against 
their will.  
 
Ethical considerations include paying attention to the way in which the research is 
presented to participants, the impact of taking part in research, the effect of sampling 
strategies and engaging with the researcher and dissemination sessions (Barbour, 
2008:66). The following hints are given to the researcher on ethical considerations 
namely: give clear guidance to participants with regard to what will be involved in the 
research; how many people to talk to and for how long. Further, it is necessary to 
indicate what the broad topic will cover and to make the necessary arrangements for 
securing written consent (Barbour, 2008:87).    
   
The need to preserve confidentiality and anonymity is a basic principle in the 
qualitative research method (Barbour, 2008:81). 
 
Furthermore, Hennning, Van Rensburg and Smit (2004:73) states that there is a 
need to know that the privacy and sensitivity of all participants will be protected and 
what is going to happen with the information given after the recordings have been 
made.  
 
In this regard, the participants need also to give their informed consent, in a letter 
which is pre-drafted by the researcher, to all the above and other ethical issues that 
may be important.  
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Attention was also given to the required ethical measures. The necessary application 
form for approval by the Research Ethics Committee of the Nelson Mandela 
Metropolitan University, was completed and the required consent was obtained to 
conduct this study. The ethical clearance number for this study is: H08-EDU-ASE-
012 (see Appendix E).   
 
The necessary approval from the District Director: Department of Education: Port 
Elizabeth Region (see Appendix F) was also obtained. Schools were approached to 
obtain informed consent from the principals (see Appendix G), where the interviews 
with the participant teachers and participant parents took place. Informed consent 
was also obtained from all the participants (in the form of Appendix H).  
 
All the above participants confirmed their willingness to participate in the study, by 
completing the consent form of their own free will; thereby, ensuring that they 
understood what they had read, and could withdraw at any given time during the 
study – without any penalty. In this regard, Strydom (2002:65) further stated that to 
obtain consent means that all the adequate information on the aims of the study, the 
procedures that would be followed, possible advantages, disadvantages and 
dangers to which the participants may be exposed, as well as the credibility of the 
researcher must be put to the participants in the research.  
 
This was done in this study. 
 
Personal interviews were conducted with teachers, teaching learners with barriers to 
reading, in order to obtain their opinion on teaching these learners in an inclusive 
classroom – and the support that they are giving these learners. 
 
Parent participants were able to inform us of their need for guidelines from the 
teachers to render support to their children with barriers to reading. 
33 
 
The educational psychologists were able to inform us on what possible difficulties 
they might experience in trying to assist learners with reading difficulties in an 
inclusive classroom. All interviews were audio-taped and the answers to the 
interview questions were transcribed for coding purposes (see Appendices A to D).  
 
Validity and reliability will now be discussed.                   
 
1.6 VALIDITY AND RELIABILITY 
According to Mason (2002:39,194), validity refers to the research findings. If they are 
valid, this means that you are, in actual fact, observing, identifying or measuring 
what you say you are. Validity of the method and interpretation of it must be 
demonstrated by going carefully back and creating the route by which you think you 
reached them – and there are no easy answers or shortcuts.   
 
Struwig and Stead (2001:143) refer to validity in qualitative research as that which is 
trustworthy or credible. The different forms of validity in qualitative studies are: 
 
 Descriptive validity. This refers to whether the information provided by the 
researcher is actually accurate and comprehensive. The researcher in this study 
will work with a co-researcher to make sure that the data collected are valid in 
every sense, and that they are a true reflection of the participants, conveyed by 
comparing their field notes with one another.  
 Interpretive validity. This refers to whether the participants‟ meanings – or 
perspectives on something important that has taken place – are accurately 
recorded. Eliciting participants‟ comments of the researcher‟s findings is very 
important for the interpretative validity of the results. The researcher in this study 
will make sure that what is written down is exactly what was said and understood 
by the participant when the interviews were recorded. She will also contact the 
interviewees to establish whether she understood them correctly.   
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 Theoretical validity. This refers to the agreement between the researcher and the 
participants on the theory used to refer to the described phenomenon. 
 
According to Mason (2002:251), validity is always going to be a relative notion.  
What is valid in certain conditions may have to be altered when those conditions 
change. The researcher must accept that validity is relative to time, place and 
people. 
 
Reliability involves the accuracy or consistency of your research methods and 
techniques. Mason (2002:39), Henn, Weinstein and Foard (2006:164) suggest that 
data from tape recordings could also be open to public inspection by others, 
providing opportunities for peers to scrutinise, validate or challenge the report 
findings and interpretations, while at the same time increasing data reliability. 
 
According to Henn, Weinstein and Foard (2006:176), validity concerns the extent to 
which observations or in-depth interviews achieve a word close to the truth. It can be 
threatened in the following ways: 
 Reactivity: where people will alter what they say, if they know they are being 
researched.  
 Subjectivity: what the researcher sees as being significant and worthwhile. 
 Gang native prolong period: where a person become too emphatic with a group 
of people that is biased. 
  
In this study, the researcher will at all times be objective during the interviews and 
appoint a co-researcher – so that the data obtained will give the true value of what 
was said and interpreted.  
 
Struwig and Stead (2001:17) stated that qualitative research is more idiographic, in 
that relatively small samples are employed, without considering the wider 
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generalization of the findings; however, such findings might still be applicable to 
other similar contexts. 
  
According to Gillham (2000:81), validity in a qualitative sense is a personal strategy 
whereby the researcher can manage to distinguish between fieldwork and theory.  
 
By separating the data, discussion and argument in the study could help to make the 
research process transparent to the reader, and accurately represent the discipline 
of the research (Gillham, 2000:104). Throughout the research process, the 
researcher in this study will strive to be transparent as regard to the methods of data 
collection, the techniques employed and the analysing of the data.  
 
Creswell (1998:200) suggested alternative terms to validity and reliability which are 
more applicable to qualitative research. These are credibility, transferability, 
dependability and confirmability. Drew, Hartman and Hart (1996:172) described 
internal validity as “…the credibility of a phenomenon or research results”; and 
external validity as “…transferability, applicability, consistency, neutrality and 
confirmability”. 
 Truth-value: In qualitative research, the truth-value is captured in the human 
experiences – as they are lived and perceived by the people who give the 
information. A qualitative study can be considered credible when it represents 
such accurate descriptions or interpretations of human experience that people 
who also share that experience would immediately recognise the description 
(Poggenpoel, 1998:349). 
 Applicability: Applicability refers to the degree to which the findings can be 
applied to other contexts or settings. The latter suggests that as long as the 
researcher presents sufficient descriptive data to allow comparison between two 
or more contexts, the problem of applicability has been adequately addressed. In 
this study, the problem of applicability is addressed by investigating the 
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phenomenon of learner support – in several provinces – thereby allowing for the 
comparison of the data with other contexts that are similar. 
 Neutrality: This refers to the objectivity of the researcher and to the proper 
distance between the researcher and the data in quantitative studies. In 
qualitative studies, researchers try to increase the value of their findings by rather 
decreasing the distance between the researcher and the subjects. In this regard, 
it is important to note that there is a shift of neutrality in qualitative research from 
the researcher to the data, so that the neutrality of the data is emphasised and 
not the neutrality of the researcher (Poggenpoel, 1998:350). In this study, the 
researcher will employ a co-researcher, so that the data can be considered 
reliable, without any interference from other researchers. 
 Transferability: If the researcher has inquired into the phenomenon with 
sensitivity, rigour and integrity, then the results of the phenomenon could be 
transferred to other similar situations. Struwig and Stead (2001:17) pointed out 
that qualitative research is more idiographic, because relatively small samples 
are employed, with few claims being made regarding the wider 
representativeness of the sample or generalizability of the findings, but that the 
findings might still be applicable to similar contexts. The latter will be applicable in 
this study.  
   
In this study, the researcher made sure that enough time was spent with the 
participants to get the necessary in-depth information needed for this study. 
 
1.7 TRIANGULATION 
According to De Vos (2001:352), if more than one data-gathering method are used 
and compared with each other in a study, this can only strengthen the study‟s 
usefulness or transferability to other settings. This method is known as triangulation; 
it will enhance the transferability of a study‟s results to other suitable settings. 
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Triangulation as a method is supposed to support a finding, showing that 
independent measures agree with it and do not contradict it (Miles and Huberman, 
1994:266).  
 
Struwig and Stead (2001:18-19), and Miles and Huberman (1994:267), further stated 
that there are different forms of triangulation, namely: triangulation by data source 
(which can include people, times and places), by method (observation, interview), by 
researcher (investigators A and B) and by theory. In this study, the researcher 
applies different data sources, methods and researchers, to compare with and agree 
upon the empirical results and findings. 
 
Duffy (1993:143) described and distinguished between three different kinds of 
triangulation that are relevant to this study, namely: data triangulation, investigator 
triangulation and methodological triangulation. 
 
In this study, the researcher applies different data sources, methods and 
researchers. These are triangulated with each other, to compare and find agreement 
on the results and findings. 
  
1.8 THE THEORETICAL FRAMEWORK FOR THE STUDY 
Bronfenbrenner‟s eco-systematic theory formed the theoretical framework for this 
study. 
 
A reading problem influences a child‟s development. This problem does not only 
influence the child, but also influences the school, the home, the parents, other 
children, the community and other systems. When the child is unhappy at home, this 
emotional barrier will affect the child‟s schoolwork, and the opposite might also be 
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true. If the child is happy at home, the child will be more willing and motivated to 
learn or read. 
 
In this regard, Donald, Lazarus and Lolwana (2010:38) point out that if tension arises 
in one part of the family, the whole family will tend to respond to this tension, each in 
their own way. Furthermore, learning may also be influenced by the resources of the 
family, the home language of the family – which may be different from the medium of 
instruction at school, the values held by the family in relation to their children‟s 
scholastic achievement, and the cognitive and emotional support a learner receives 
from the family towards learning at home (Donald, Lazarus and Lolwana, 2010:43).  
 
Learner-support interventions can only be effective if all the influences, interactions 
and inter-relationships these learners encounter daily are taken into consideration. 
Therefore, Bronfenbrenner‟s ecological and bio-ecological theory is very important 
for this study. 
 
Bronfenbrenner‟s ecological theory emphasises the interdependence between 
different people and their physical environment in a nested system, and it is seen 
holistically (Donald, Lazarus and Lolwana, 2010:36). The influences all these 
systems and sub-systems have on each other need to be acknowledged.  
 
According to Hook (2010:503), effective learning, effective parental support, 
supervision and motivation towards school tuition are all very important. If the 
communication between a school and a family are inadequate, then this will 
influence the child negatively at school and at home (Donald, Lazarus and Lolwana, 
2010:39). 
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The relations between the caregivers, parents, brothers or sisters, friends, class 
friends and teachers are called the microsystem in Bronfenbrenner‟s ecological 
theory. 
 
The microsystem includes the relationships between family members, the 
connections between the people within the child‟s immediate milieu, where, for 
example, the relationship between the child‟s father and the child‟s grandfather will 
also influence the child to some extent. 
 
This microsystem is also the smallest environmental system in Bronfenbrenner‟s 
theory of development (Hook 2010:505). The microsystem also has an influence on 
the learner who experiences barriers to reading in an inclusive classroom. (See   
also Chapter Two, page 84-85, point 2.12). 
 
According to Swart and Pettipher (2005:11), the mesosystem refers to the 
relationship that develop between these microsystems, as discussed in Chapter Two 
(page 85, point 2.12) and further pointed out in Chapter Four (page 206, point 4.6.2). 
 
The exosystem refers to the social settings in which the developing learner is not 
directly involved, but they affect the learner directly (Hook, 2010:506; and Swart and 
Pettipher, 2005:11). The exosystem is also discussed in Chapter Two (page 86, 
point 2.12). 
 
The macrosystem is seen as the master model in reference to the patterns of the 
culture and society, such as the economic, social, educational, legal and political 
systems, of which the macro-, meso- and exosystem are definite manifestations 
(Hook, 2010:506). The macrosystem will be further discussed in Chapter Two (page 
86, point 2.12).  
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In addition, the chronosystem is Bronfenbrenner‟s term for the effects that time has 
on all the mentioned systems (Hook, 2010:507). Bronfenbrenner‟s child development 
happens within four systems, namely: the micro-, meso-, exo- and the macrosystem; 
which all interact with the chronosystem (Donald, Lazarus and Lolwana, 2010: 40). 
These systems and sub-systems are fully discussed in Chapter Two (page 86-87, 
point 2.12). 
 
1.9 EXPLANATION OF CONCEPTS IN THE TITLE OF THE STUDY 
 
1.9.1 Empowering 
„Empower‟, according to the Oxford dictionary (2004:151), means to give someone 
power to do something or to authorise that something may be done. The title of the 
study implies that this study will supply guidelines to empower the teacher to render 
support to the learner who is experiencing reading difficulties in an inclusive 
classroom setting. „Empowering‟ in the context of this study means to give the 
teacher the power to render learner support and parental support to parents whose 
children experience reading barriers to learning. 
 
1.9.2 Render 
„Render‟, according to the Oxford dictionary (2004:378), means to give something. 
The concept „render‟ in this study means the teachers give learner support to 
learners who experience reading difficulties, while the teachers also give learner 
support to the parents. 
 
1.9.3 Inclusive Education 
„Inclusive‟ means to include everything, according to the Oxford dictionary 
(2004:378). „Education‟, according to the Oxford dictionary (2004:147), means the 
process of training people‟s minds and abilities, so that they acquire knowledge and 
develop skills. Education White paper 6, Special Needs Education, Building an 
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Inclusive Education and Training System define inclusion as, recognising and 
respecting the differences among all learners, building on the similarities and 
supporting all learners, educators and the system as a whole, so that the learning 
needs can be met.  
 
For the purpose of this study, inclusive education means that all learners – 
irrespective of their learning barriers – should be included in the mainstream 
classroom, and teachers should be able to accommodate all learners‟ needs. 
 
1.9.4 Learner  
According to the Oxford dictionary (2004:257), a learner is any person who is 
learning something. In this study, learner refers to a child who finds himself in the 
learning context of the school, with the focus on learners who experience barriers to 
reading. 
 
1.9.5 Learner support 
„Learner‟ is any person who is learning something (Oxford 2004:257). „Support‟ 
means giving strength, help or encouragement to someone (Oxford, 2004:456). 
Learner support in this study refers to the assistance rendered to learners who 
experience difficulty in reading in the school context, with the aim of supporting them 
to read optimally to the best of their ability.  
 
1.9.6 Teacher 
„Teacher‟, according to the Oxford dictionary (2004:466), is any person who teaches 
others, especially in a school. A teacher, in this study, refers to a trained professional 
person who is giving lessons in the learning context of the school. 
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1.9.7 Teacher support 
According to the Oxford dictionary (2004:466), „teacher‟ refers to a person who 
teaches others, especially in a school. „Support‟ means to give strength, help or 
encouragement to someone (Oxford 2004:456). „Teacher support‟, in this study, 
refers to the guidelines given to the teacher to render support to the learners who are 
experiencing reading barriers in the educational context. 
 
 1.10 PROGRAMME OF THE STUDY 
The course of the study is as follows: 
 
CHAPTER ONE:  
This chapter contains the introduction to the study, where the problem was stated 
and the sub-problems put forward. The aim of the study and the research 
methodology of the study were also discussed. The programme of the study was 
stated and the central concepts explained. 
 
CHAPTER TWO: 
In Chapter Two, a literature review on inclusive education and educational policy in 
South Africa will be provided. The provision of learner and teacher support will be    
stated. The aim of this chapter is to establish what guidelines inclusive education can 
provide for support to learners with barriers to learning in an inclusive classroom. 
The need for the systems approach will be emphasised. 
     
CHAPTER THREE: 
This chapter will provide a literature review on reading problems. What the common 
reading problems are that the learners experience – their causes and manifestations 
– and how to remediate these problems. These issues will all be discussed from the 
literature. 
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CHAPTER FOUR:  
This chapter will contain a description of the execution of the empirical research. The 
results and findings of the research will be indicated. 
 
CHAPTER FIVE: 
In this chapter, the researcher will supply supportive guidelines for teachers who are 
teaching learners with barriers to reading in the setting of an inclusive classroom. 
 
CHAPTER SIX:  
This chapter will contain the summary, conclusions and the recommendations of the 
study. 
 
1.11. SUMMARY 
In this chapter, the researcher has introduced the study and stated the main   
problem of the study. This is: “How guidelines can be established for teachers to 
render learner support to learners who experience reading barriers within an 
inclusive classroom setting.” The sub-problems that the main problem poses were 
also listed, and from there, the main aim and the sub-aims of the study, were pointed 
out. 
 
The methodology of the study, namely the qualitative method of research, and why 
the researcher made use of this type of research was elucidated. The tools of 
inquiry, namely: data collection, interviews, observation, data analysis, coding and 
sampling were also discussed. In addition, the following issues were highlighted: the 
ethical measures, validity, reliability and triangulation – which are all very important 
and relevant – in this study. 
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Furthermore, Bronfenbrenner‟s eco-systematic theory formed the theoretical 
framework of this study, and was discussed. An explanation of the concepts in the 
title was also given. The programme of this study was also introduced. 
In the next chapter, the researcher will give a literature review on inclusive 
education.  
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CHAPTER 2 
INCLUSIVE EDUCATION 
 
2.1. INTRODUCTION 
 
It seems that nowadays, everywhere one turns there are policies and mission 
statements about services and organisations becoming more inclusive. This prompts 
one to ask the following questions: What is inclusive education? Why is there a need 
for this type of education? What makes this type of education so important? These 
might also be some of the questions that teachers are asking themselves in 
mainstream classes. Lorenz (2002:1) agrees with the above, when he states that 
inclusion is the “buzz word” of the decade and that everyone is talking about it.   
  
Therefore, the researcher found it necessary to undertake a literature study on   
inclusive education, as well as the educational policies implemented after 1994, 
which have shaped our current inclusive-educational policy. The researcher deemed 
this necessary because she is convinced that a literature study on inclusive 
education would support her in her efforts to provide guidelines for teachers to 
support those learners who experience reading barriers. Inclusive education has 
certain implications for the teaching and rendering of support.      
 
In this regard, the South African Schools Act of 1996 states that all children should 
have access to learning and to equal opportunities in education. Furthermore, 
inclusion also implies that schools should not refuse access to children with special 
needs, and parents have the right to choose where they want their children placed 
(Chambers, 2001:16).  
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Prior to 1994, specialised education and support were provided on a racial basis 
within special schools and classes, with the best human, physical and material 
resources reserved for whites. The result of this was that many learners from other 
racial groups with barriers to learning have been mainstreamed by default, or kept at 
home (Department of Education, 2001:5).  
 
It is also important to note that one of the principles of the Constitution of the 
Republic of South Africa‟s Bill of Rights is to establish the rights of all people in 
South Africa.  In addition, Green (2001:6) pointed out that in the past, education 
authorities in South Africa have developed policies for mainstream and special 
education separately, a strategy that is – at its best inefficient, and at its worst unjust. 
To counteract the above-mentioned injustice, all stakeholders should be committed 
to the implementation of inclusive education in all schools.  
 
This will, however, necessitate that their attitudes, assumptions and curricula 
regarding inclusive policies are positive (Green, 2001:6).   
  
According to White Paper 6 (Special Needs Education, Building an Inclusive 
Education and Training System), schools now have a responsibility to meet the 
educational needs of all the learners. The schools have to state that every effort has 
been made to accommodate a particular learner in the mainstream, before any 
alternative provision may be proposed. Exclusion from education on the grounds of 
disability does not fit inclusive policies. 
 
Furthermore, Armstrong and Moore (2004:32) state that although government 
promotes inclusive education to develop these values in day-to-day practice, it 
presents difficulties. For instance, teachers are concerned that they will not be able 
to implement inclusive education in their classroom – due to their lack of expert 
knowledge of issues relating to Special Educational Needs in general.  
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With the above-mentioned in mind, it is important to point out that the ultimate 
purpose of Special Educational Needs is to enable young people to flourish in adult 
life. 
 
There are therefore, strong educational, as well as social and moral grounds for 
educating children who experience barriers to learning in an inclusive classroom 
(Farrell, 2004:89). 
 
This chapter contains an exploration of inclusive education – to establish how 
learners may be supported in an inclusive classroom.  
 
Mr P.G. Qokweni, deputy general of education services, gave an outline of why it 
was necessary for curriculum to change, when he launched the Revised National 
Curriculum Statement (RNCS) on 23 May 2003. He stated that South Africa‟s 
democratic government (1994) had inherited a divided and unequal system of 
education, and this system had prepared children in different ways for the positions 
that they were expected to occupy in social, economic and political life under 
apartheid.  What, how and whether children were taught at school, differed according 
to the roles they were expected to play in the wider community. 
 
According to Daniels and Garner (2000:161), the apartheid government by 1994, 
was spending four times more on the education of a white child than on a black child; 
while at the height of apartheid, this was as much as twelve times more. White 
children were given more years of schooling, had smaller classes in better 
provisioned schools, were taught by better qualified teachers, and had lower failure 
and repetition rates. 
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The reason for a changed curriculum was to eradicate the inequalities of the past, 
nurtured throughout the educational system. This gave birth to curriculum 2005, 
which will now be discussed. 
 
2.2 CURRICULUM 2005 
The Draft Guidelines for the Implementation of Inclusive Education (Department of 
Education, 2002d:73) concentrates on Curriculum 2005, and is largely in agreement 
with White Paper 6, Special Needs Education, Building an Inclusive Education and 
Training System. This document focuses mainly on the changes that must take place 
in order to respond to all learners‟ needs. Learning programmes that will facilitate the 
creation of opportunities for all learners, including those who experience barriers to 
learning, will be implemented through Curriculum 2005. 
 
White Paper 6, Special Needs Education, Building an Inclusive Education and 
Training System, stated that important issues needed to be addressed, and changes 
needed to be implemented, because the syllabi did not meet the needs of all 
learners; they also did not minimise the barriers to learning, and they did not 
accommodate and respect diversity (Department of Education, 2001:12, 16, 31-32). 
   
Furthermore, they did not encourage or create any opportunity for lifelong learning 
for all learners. For example, when the content of the curriculum became a barrier to 
learning to some learners, it did not promote the opportunity for specific life skills, 
training and programmes to work linkages in special schools.   
 
Consequently, the Education Department introduced Curriculum 2005, because of all 
these limitations to the syllabus. When Curriculum 2005 was initiated in South Africa 
it was described as a single curriculum that was outcomes-based, learner-paced and 
learner-based (Stofile and Green, 2007: 59, 60).   
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Curriculum 2005 changed teaching in South Africa to an Outcomes-Based Education 
system (OBE), which will now be discussed. 
 
2.3 OUTCOMES-BASED EDUCATION 
Outcomes-Based Education (OBE) was developed in a short space of time and has 
been an important step towards the transformation of education. 
 
The Draft National Strategy document on Screening, Identification, Assessment and 
Support (Department of Education, 2005a:76) states that assessment in OBE 
focuses on the achievements of clearly defined outcomes, making it possible to 
credit learners‟ achievements at every level.  
 
Former Educational Minister, Kader Asmal appointed a review committee that 
recommended the need to strengthen, streamline, simplify, improve, implement and 
retain the principles of OBE. This gave birth to the Revised National Curriculum 
Statement (RNCS). This keeps the principles of Curriculum 2005, and affirms a 
commitment to Outcomes-Based Education. 
 
The Revised National Curriculum Statement seeks to encourage amongst all 
learners an awareness and understanding of the rich diversity of cultures, beliefs and 
worldviews within which the unity of South Africa is manifested.  
 
The curriculum aims to develop the full potential of each learner who is confident, 
numerate, literate, independent and multi-skilled, compassionate and with respect for 
the environment, as well as the ability to participate in society as a critical and active 
citizen (RNCS News Letter, 2003:1-2).  
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In addition, teachers should find multiple ways of introducing learners to learning 
opportunities that will help them demonstrate their full potential in terms of 
knowledge, skills, values and attitudes. 
 
Therefore, Curriculum 2005, Assessment Guidelines for Inclusion (Department of 
Education, 2002b:5) and Outcomes-Based Assessment (OBA) covers the following 
aspects: 
 It assists learners to reach their full potential;  
 To be used for remedial, as well as enrichment purposes;  
 To allow expressions of knowledge in multiple ways of learning; 
 To be a participant and be democratic and transparent; 
 To involve learners actively, by using all relevant knowledge in real-life situations. 
 
The Curriculum 2005, Assessment Guidelines for Inclusion document (DOE 
2002b:6) mentions that barriers to the learning and development of a child need to 
be identified and understood – so that learning and assessment can be appropriately   
adapted or modified. According to the OBE approach, the statements that are 
favourable would be applied in the General Education and Training (GET), (Grade 
one to Grade eight). For the purpose of this study, the researcher will focus on the 
intermediate phase.    
 
The Intermediate Phase (Grades four, five and six) require a learner to achieve the 
minimum accepted performance in Languages, Mathematics, Natural Sciences, 
Technology, Social Sciences, Economic and Management Sciences, Arts and 
Culture and Life Orientation. 
 
Farrell (2003:32) and Reid (2005:107), both stated that the Revised National 
Curriculum document outlines the following three principles for inclusion: 
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 Setting suitable learning challenges; 
 Responding to pupils‟ diverse learning needs; 
 Overcoming potential barriers to learning; 
 Assessment for individuals and groups of pupils, and the implementation of 
inclusive education in South Africa. 
 
It is clear from the above, that teachers must ensure that each learner is given all 
available opportunities to learn; and extra assistance must be provided, by designing 
a support programme for each learner with barriers to learning. For this purpose, it 
would be important to note the different definitions of inclusive education. These will 
now be discussed.  
 
2.4 DEFINITIONS OF INCLUSIVE EDUCATION 
There are different viewpoints on what inclusive education is; and this makes it 
difficult to define the concept of inclusive education. 
 
Some authors have indicated that inclusion is all about putting into action values 
based on equity, entitlement, community participation and respect for diversity. It is 
concerned with the reduction of inequalities, and with re-integrating special- needs 
education into mainstream education (Booth, Nes and Stromstad, 2003:1-2 and 
Green, 2001:4). 
 
Inclusion is further described by Thomas and Vaugh (2007:8), Booth, Nes and 
Stromstad (2003:1), and Daniels and Garner (2000:13), as “equal opportunities for 
all pupils, whatever their age, gender, ethnicity, attainment and background in order 
to  prepare learners for productive lives as full members of society”. In addition to the 
above- mentioned, White Paper 6, Special Education, Building an Inclusive 
Education and Training System states that inclusion involves the idea of schools 
supporting all learners within a locality. Schools are taking really practical steps to 
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include all learners, irrespective of their race, culture, health, barriers to learning and 
Special Needs (Department of Education, 2001:55). 
 
Armstrong and Moore (2004:37) and Chambers (2001:13) have pointed out that 
inclusion is generally about children‟s rights. Furthermore, Armstrong and Moore 
(2004:37) came to the conclusion, that in order to provide all children with effective 
educational experiences, special pedagogy should be viewed as an essential part of 
the inclusion process, as some children will need „special adaptations‟ for some of 
the time. 
 
Furthermore, Chambers (2001:13) has pointed out the following ten reasons for 
inclusive education: 
 All children have the right to learn together; 
 Children should not be discriminated against on the basis of their disability or 
learning difficulty by being excluded; 
 Special school survivors are demanding an end to segregation; 
 There are no legitimate reasons to separate children for their education; 
 Research shows that children do better in an integrated setting, academically and 
socially; 
 There is no teaching or care in a segregated school which cannot take place in 
an ordinary school; 
 Inclusive education is a more efficient use of education resources when given the 
necessary commitment and support; 
 Separation teaches children to be fearful and ignorant, and breeds prejudice; 
 Every child needs education that will help him/her to develop relationships and 
prepare him/her for life in the mainstream; 
 Only inclusion has the potential to reduce fear and to build friendship, 
understanding and respect. 
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In addition to the above, Lorenz (2002:4) states that inclusive education means the 
fulltime placement in a local mainstream school for everyone who wants it, 
regardless of their ability or special needs, because it recognises and provides for 
the individual needs of learners. Through this, learners receive the opportunity to 
learn and play with their peers throughout the school day, as well as to participate in 
the extra-curricular activities and in the academic curriculum of the school.  
 
Those who promote inclusive education get motivated by the fact that we all want to 
be kind and fair (Sheehy, Nind, Rix and Simmons 2005:9). In this regard, the key 
features that are found in schools which follow an inclusive education system are, 
firstly, effective leadership, which generates direction to the committed staff. 
Secondly, the senior management team in schools should be committed to the 
development of good quality teaching, which matches the learning styles and 
abilities of learners. Thirdly, the willingness and ability of school staff to access 
outside agencies to help develop and sustain inclusive practices in their school 
(Nind, Sheehy and Simmons 2003: 42). 
 
The main reasons for inclusive education are to have one education system that will 
be adapted for the learners with barriers to learning, and no discrimination on the 
basis of race or disabilities.  For the purpose of this study, the reasons why inclusive 
education is important and necessary will now be discussed. 
 
2.5 REASONS FOR INCLUSIVE EDUCATION 
According to Farrell (2004:90), the following three reasons might be considered 
desirable for learners with barriers to reading, to be educated in a mainstream 
school, rather than a special school. The first reason includes social reasons, 
whereby, a learner with Special Education Needs will develop better socially and 
personally in a mainstream school, rather than in a special school. The reason for 
this might be that the learners‟ peers might come from the same community and 
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attend the same mainstream school in the community; and might therefore, socially 
interact with each other on a regular basis.  
 
Secondly, there are also educational reasons for inclusion; for instance, the 
educational progress standard of attainment and achievement in the mainstream 
school might be higher than it is in a special school. Thirdly, a moral reason was also 
pointed out; for example, special schools might be seen as oppressive, because they 
segregate pupils with Special Educational Needs by teaching them in a special, and 
not in mainstream school.  
 
In addition, parents who want their children to be educated in an inclusive classroom 
have been fighting for the right of all disabled children to attend a local mainstream 
school, if that is their parents‟ wish. The issue is a human rights issue, whereby 
disabled young people should never be forced to lead separate lives away from their 
families (Lorenz, 2002:9). 
 
Furthermore, the researcher agrees with McNary, Glasglow and Hicks (2005:17) 
who state that knowledge is the key to the inclusion of students with disabilities, and 
teachers are in the best position to use their creativity to develop effective strategies 
to make such inclusion work. 
  
It decreases fear and diminishes the stereotypes associated with people with 
moderate and severe disabilities; and is therefore, making social inclusion easier. As 
stated in Chapter Four (page 177, point 4.5) of this study, it is clear that teachers are 
in the best position to use their creativity to develop effective strategies for learners 
with Special Educational Needs, but they need guidelines to be able to do this 
effectively. Therefore, it is important to discuss the implementation of inclusive 
education in mainstream schools.   
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2.6 THE IMPLEMENTATION OF INCLUSIVE EDUCATION 
White Paper 6, Special Needs Education, Building an Inclusive Education and 
Training System condemn the old traditional approach of the segregation of 
learners from mainstream classes according to their disabilities, to a more learner-
centred system, where each learner will be able to reach their full potential 
(Department of Education, 2001:10). 
 
According to White Paper 6, Special Needs Education, Building an Inclusive 
Education and Training System (Department of Education, 2001:8), 500 out of a 
total of 20 000 primary schools within South Africa will be changed to full-service 
schools, starting with 30 school districts. Full-service schools are schools that will 
be equipped and supported to cater for a wide range of learning needs 
(Department of Education, 2001:22). Learners best suited to a full-service school 
will be those who require only moderate support in the educational setting. 
 
Special schools, however, will serve learners who require high-intensive 
educational support on-site, and these schools will help teachers and schools, as 
resource centres, in a new inclusive educational system (Department of Education, 
2001:15). In this regard, special schools will be converted to resource centres and 
integrated into the district support teams, so that they can provide specialised 
professional support in curriculum, assessment and instruction to neighbourhood 
schools. 
 
This new role will be additional to the service they provide to their existing learner 
base (Department of Education, 2001:29-30). 
 
In developing and implementing inclusive education, it is important to ensure that a 
system of support is available (Department of Education, 2001:48). The Draft 
Guidelines for the Implementation of Inclusive Education state that there will be 30 
56 
 
full-service primary schools, one in each educational district (Department of 
Education, 2002d:38) that will be equipped to cater for a diverse range of learning 
and teaching needs. 
 
For mainstream schools to include every child, Chambers (2001:27) states that there 
must be equal access to the curriculum. This may mean modifying the curriculum to 
provide access. Furthermore, it might mean that the classroom learning activities 
need to be modified, to ensure that all children can participate.  For instance, their 
strengths and weaknesses have to be taken into account, when modifying physical 
education and extra-mural activities. 
 
Therefore, teachers should also make use of different teaching strategies to adapt to 
all learners‟ needs in mainstream classrooms, and for the successful implementation 
of inclusive education in South Africa. Features of inclusive education include issues, 
such as the fact that teachers and schools need to be flexible and also to recognise 
the wide range of learners‟ needs. 
 
In addition, everyone‟s needs should be catered for, including the talented; therefore, 
learners need to set goals that will extend them and their horizons. Also pointed out 
is the use of collaboration in the whole school. If the teachers plan together, 
especially during assessment, then learners can get the opportunity to show 
competence in a variety of ways, and not to be restricted to a formal or written 
examination. 
 
Furthermore, learners needs have to be put before policy implementation and 
administrative obligations. 
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The reason might be that inclusion can generate tension and conflict, and it is 
important that there should be harmony for the smooth running of an efficient and 
effective school (Reid, 2005:108-109). 
 
The period since 1994 constitutes the birth of our new democratic South Africa. 
During this time, new educational policies were developed that provide guidelines for 
the implementation of inclusive education. The documents that are important for this 
study will now be discussed.  
 
 2.7 THE PERIOD AFTER 1994 
Many policies and other documents appeared on inclusive education and barriers to 
learning after 1994, both locally and internationally. These documents are: The 
Salamanca Statement in 1994; The South African Constitution (Act 108 of 1996); 
The South African Schools Act 84 of 1996; The School Register of Needs Survey of 
1997; the National Commission on Special Needs in Education and Training 
(NCSNET); and the National Committee on Education Support services (NCESS) of 
1997; the Dakar Framework For Action (2000); and the Education White Paper 6; 
Special Needs Education; Building an Inclusive Education and Training System 
(2001). These have all made a great impact on implementing an inclusive education 
policy in South Africa. 
 
All these documents will now be discussed. 
 
2.7.1 The Salamanca Statement 
During June 1994, an international conference on inclusive education was held in 
Salamanca, Spain, by the United Nations Educational, Scientific and Cultural 
Organisation (UNESCO). 
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The purpose of this conference was to address the rights of children with barriers to 
learning. At this conference, UNESCO adopted the Salamanca Statement on 
Principles, Policy and Practice in Special Needs Education.  
 
It was attended by 94 governments and 20 Non-Government Organisations (NGOs). 
The Salamanca “Framework for Action” states that inclusive schools must recognise 
and respond to the diverse needs of their learners, accommodating them all, 
regardless of all the barriers they might experience. Furthermore, it was stated that 
the State should offer an ongoing support service that supports the development of 
inclusive education (Engelbrecht, 2001:17).   
 
The Salamanca Framework (UNESCO, 1994:viii) is based on the following 
principles, which include that every child has special characteristics, interests, 
abilities, learning needs and has a right to education, and must receive the 
opportunity to achieve and continue to maintain a satisfactory level of learning.  
 
Furthermore, it was pointed out that Educational programmes should be 
implemented that would consider these special characteristics and needs of all 
learners; and learners with special educational needs must have access to 
mainstream schools, and these schools should be able to meet their learning needs.  
 
Also pointed out in this document, was the fact that mainstream schools which 
followed inclusive education are the most effective means of fighting negative 
attitudes towards disabilities, creating welcoming communities, building an inclusive 
society that supports services which are very important, and that the State should 
offer a continuum of support services – to ensure that all learners are supported. 
 
This document (UNESCO, 1994:31) recommended that the staff of special schools 
and teacher education institutions should provide important learning and learner 
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support. External support by asset personnel, such as advisory teachers, 
educational psychologists, speech and occupational therapists should also be 
incorporated into a support structure.  
   
Although the Salamanca Statement declares inclusion to be a right, and inclusive 
education in regular schools as the most cost-effective way of achieving education 
for all (UNESCO, 1994:41), inclusive education, nevertheless, requires an 
investment in human resources, like the training of teachers, managers, educational 
psychologists and other professionals – to maintain an inclusive policy (Pienaar, 
2003:38). 
 
Two years later, the South African constitution (Act 108) was declared. This Act 
echoes commonalities with the principles of the Salamanca document.   
 
2.7.2 The South African Constitution (Act 108 of 1996) 
The South African Constitution (Act 108 of 1996) is based on the basic human rights 
of all citizens. In Sections 29 (1) and 9 (2-5) the basic right of all learners to basic 
education was mentioned, with the focus on equality, redress and access. This 
means that all learners, without taking into account their needs or differences, have a 
right to education. The Constitution also makes provision for non-discrimination, 
which protects the learners with barriers to learning against discrimination. Learners 
with barriers to learning were excluded from the mainstream education traditionally; 
and by the promulgation of this Constitution, exclusionary policies cannot easily be 
maintained. 
 
According to the Department of Education (1997:42), discrimination may include 
structural barriers, unsuitable attitudes, inaccessible learning environments and 
exclusionary practices.  
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The Constitution stresses that it is important that a new system of education be 
formed -- one which will meet the needs and diversity of all learners. 
 
In the same year of the South African Constitution (Act 108 of 1996), the South- 
African schools Act was promulgated, and this will now be discussed.      
 
2.7.3 The South African Schools Act (Act 84 of 1996) 
According to Chambers (2001:17) the South African Schools Act of 1996 states that 
all children should have access to learning and equal opportunities in education; and 
where needed, they should be given support and State resources to make this 
possible. 
 
The Act stipulates the following aspects on the inclusion of all learners in public 
schools (Department of Education, 1996): 
 The Act states that school attendance is compulsory for all learners from the age 
of seven until the age of fifteen or the ninth grade, whichever comes first. 
 Public schools are compelled to admit learners without any form of discrimination. 
No test for learners for admission purposes is allowed in schools. 
 The Head of the Department of Education and the principal must listen and take 
into account the rights and wishes of the parents in determining the placement of 
a learner, with special educational needs. Any parent, whose child was refused 
admission to a public school, may appeal against the decision – to the Member of 
the Executive Council.  
 The Minister of Education is obliged to allow education for learners with barriers 
to learning in public mainstream schools, if possible. These schools should take 
all the possible measures to guarantee that the psychical facilities are accessible 
for learners with disabilities. 
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 The governing bodies of a mainstream school, where learners with barriers to 
learning are placed, must co-opt professionals with the necessary expertise to 
help and make provision for such learners. 
 
The School Register of Needs survey will now be discussed.  
   
2.7.4 The School Register of Needs Survey of 1997 
A School Register of Needs Survey was published in 1997. The main aim of this 
register was to find out whether schools meet the support criteria that learners with 
barriers to learning need. According to Hall (1998:58-59), the criteria that were used 
looked at the following aspects: 
 The local services that were offered to learners with barriers to learning. 
 Physical suitability. 
 Availability of equipment to cater for the needs of learners with Special 
Educational Needs. 
 What resources were available to assist learners with Special Educational Needs. 
 
The end result proved that a quarter of the schools in South Africa did not have a 
basic facility, such as running water. Many of the schools used in the study did not 
have proper school desks for learners to use, a library, or even the necessary 
stationery. Another conclusion that can be drawn from this report is that 50 percent 
of our South African schools are not properly equipped to accommodate or deal with 
the learners with barriers to learning. This makes the implementation of inclusive 
education even more difficult in these schools. 
 
From the above, it becomes clear that there are a lot of needs in schools that have to 
be met before inclusive education can be successfully implemented – with the result 
that the National Commission on Special Needs in Education and Training and the 
National Committee on Education was established in 1997.  
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These two bodies and their reports will now be discussed.      
 
2.7.5 The National Commission on Special Needs in Education and Training 
(NCSNET) and the National Committee on Education Support Services 
(NCESS) of 1997 
The National Commission on Special Needs in Education and Training (NCSNET) 
and the National Committee on Education Support Services (NCESS) were 
appointed in October 1996, to investigate and make recommendations on all aspects 
of “special needs and support services” in education and training in South Africa 
(Department of Education, 1997:1-3). 
 
The vision of the NCSNET and the NCESS is to have an education and training 
system that supports education for all; and accepts the development of inclusive and 
supportive centres of learning, where all learners can actively participate in the 
educational process, develop to their full potential and be involved as equal 
members of the society (Department of Education, 1997:10).  
 
The following important values are embraced in this vision: 
 Participation and social integration (Department of Education, 1997:11). 
 All learners should be given the opportunity to be part of their community. 
 Access to the curriculum (Department of Education, 1997:11). This means that all 
learners should have access to all aspects of the curriculum. 
 Equity and redress. The past inequalities in education have to be removed to 
ensure that all learners have equal opportunities to benefit from the education 
system as a whole (Department of Education, 1997:11). 
 
 
The two bodies, the National Commission on Special Needs in Education and 
Training (NCSNET) and the National Committee on Education Support Services 
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(NCESS) published their final report, Quality Education for All: Overcoming Barriers 
to Learning and Development, in November 1997. 
 
The findings concerning the learners with barriers to learning were as follows 
(Department of Education, 1997:ii): 
 A small percentage of learners with barriers to learning received specialised 
education and support; 
 Specialised education and support were mainly reserved for whites; and 
 The result was that most learners with barriers to learning were not in the 
educational system; 
 The curriculum and educational system did not meet the needs of all learners, 
which caused a large number of learners to drop out of the school system 
(Quality Education for All: Department of Education, 1997 iii). 
 
From the above, it becomes apparent that the needs of all learners were not 
recognised. Whether a child is in an inclusive or segregated environment, it is 
important that learning preferences and learning styles be included in the planning 
and delivery of the curriculum. Children with special needs might benefit from 
inclusive education, but they still require some additional structures and processes to 
meet their educational, social and emotional needs (Reid, 2005:106).  
 
Furthermore, Reid also suggests that learners with special needs must not become 
too dependent on additional support in the mainstream school (Reid, 2005:104,105). 
This support usually relates to curriculum content, and in many cases the person 
who provides the additional support may not have the same standard of knowledge 
of the content, as the mainstream teacher. 
 
Therefore, it is suggested that support in curriculum content should rather focus on 
the learning process in an inclusive setting. 
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The publication of this report showed the importance of catering for all learners, 
including those who experience barriers to learning – and the importance of 
educational support services. Three years later, a conference was held in Dakar, to 
oblige governments to commit themselves to quality education for all.   
 
2.7.6 The Dakar Framework for Action – 2000 
A meeting was held in Dakar in Senegal on 26-28 April 2000, with 1100 participants 
from 164 countries; where, they discussed the importance of a basic education-for-
all policy (UNESCO, 2001:1-15). 
 
The Dakar Framework for Action, Education for All: Meeting our Collective 
Commitments was accepted at this meeting. Its main function was to hold 
governments responsible for achieving basic quality education for all by the year 
2015. 
 
The participants in the Dakar Framework for Action, Education for All, committed 
themselves to achieve certain goals. Some of these are: 
 To uplift the status, morale and professionalism of educators in the classroom. 
 To create a safe, healthy, equitable and inclusive resourced educational 
environment. 
 To create quality in learning, with clear precise levels of achievement for all. 
 
Education White Paper No. 6 was forwarded as a set of guidelines for the 
implementation of inclusive education. The Draft Papers presented were revised in 
1995, before the Education White Paper No. 6 of 2001 was duly accepted. 
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2.7.7 Education White Paper 6 of 2001, Special Educational Needs, building an 
Inclusive Education and Training System 
The National Disability Strategy emphasises the need for including persons with 
disabilities in the workplace, social environment, political sphere and sport arenas, 
and condemns the segregation of persons with disabilities from the mainstream of 
society.   
 
The Department of Education supports this direction, and views the establishment of 
an inclusive education and training system as the cornerstone of an integrated and 
caring society for the twenty-first century (Department of Education, 2001:10). 
 
According to White Paper 6, Special Needs Education, Building an Inclusive 
Education and Training System, Inclusive Education and Training has the following 
characteristics:  
 Acknowledging that all children and youth can learn, and that both need support. 
 Accepting and respecting the fact that all learners are different in some way and 
have different learning needs, which are equally valued, and are a usual part of 
our human experience. 
 Enabling education structures, systems and learning methodologies to meet the 
needs of all learners. 
 Acknowledging and respecting the differences in learners, whether due to age, 
gender, ethnicity, language, class and disability or HIV status. 
 Maximising the participation of all learners in the culture and curricula of 
educational institutions and uncovering and minimising any barriers to learning. 
 Acknowledging that inclusive education is broader than formal schooling, and that 
learning also occurs in the home and community, and within formal and informal 
structures. 
 Empowering learners by developing their individual strengths, and enabling them 
to take part in the process of learning. 
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 Changing attitudes, behaviour, teaching methodologies, curricula and the 
environment to meet the needs of all the participating learners. 
 Clarifying that some learners may require more intensive and specialised forms 
of support to be able to develop to their full potential. 
  Organising a system that can provide various levels and kinds of support to 
learners and educators (Department of Education, 2001:16). 
 
This document further states that Inclusion is about the following:  
 Recognising and respecting the differences among all learners, and building on 
the similarities. 
 Supporting all learners, educators and the system as a whole, so that the full 
range of learning needs may be met. The emphasis is on the development of 
good teaching strategies that will be helpful to all learners. 
 Focusing on overcoming barriers in the system that prevent it from meeting the 
full range of learning needs.  The focus here is on the adaptation and support 
systems available in the classroom (Department of Education, 2001:17). 
 
In addition to the above, the Special Educational Needs and Disability Act (2001) 
emphasises the right of disabled people to be educated in the mainstream, and 
pointed out the civil rights of all disabled pupils (Farrell, 2004:93). 
   
Furthermore, the following three conditions must be adhered to before mainstream 
provision can be considered appropriate for Special Educational Needs (Farrell, 
2004:94). 
 Mainstream schools should be able to ensure that learners receive the 
educational provision their learning difficulty requires. 
 Mainstream schools should be able to ensure that other learners, who are 
educated with the learner who experiences barriers to learning, receive efficient 
education. 
 Resources must be used efficiently. 
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According to White Paper 6, classroom educators will be the primary resource for 
achieving an inclusive education and training system. Mainstream education will 
include multi-level classroom instruction, so that educators can prepare main lessons 
– with variations – to cater for their individual learner needs, co-operative learning, 
curriculum enrichment and dealing with learners with behavioural problems. 
 
In special schools or resource centres, the focus will be on problem-solving and the 
development of learners‟ strengths and competencies rather than on their 
shortcomings only (Department of Education, 2001:18). 
 
White Paper 6, further states that there are different levels of support needed by 
learners; and it explains that learners who require low-intensive support should be 
placed in mainstream schools. Learners who require moderate support will receive 
this in full-service schools. Learners who require high-intensive support will be 
placed in special schools (Department of Education, 2001:15). 
 
According to White Paper 6, Special Needs Education, Building an Inclusive 
Education and Training System, the World Health Organisation has established that 
between 2.2% and 2.6% of learners in any school system could be identified as 
disabled or impaired. These percentages indicate that there are potentially 280,000 
learners with disabilities or impairments that are unaccounted for in our schooling 
system (Department of Education, 2001:9, 30).  
 
Therefore, it is important that the Department would have a realistic timeframe set for 
the implementation of inclusive education in schools. This timeframe will now be 
explained. 
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2.8 THE IMPLEMENTATION OF AN INCLUSIVE-EDUCATION TIMEFRAME 
White Paper 6 also provides timeframes for the implementation of inclusive 
education in short-term, medium-term and long-term steps.  A realistic timeframe of 
20 years is proposed for the implementation of the inclusive education system. This 
is broken down into the following steps (Department of Education, 2001:42, 43). 
 
Short term steps (2001-2003): 
1.  Implementing a national policy and education programme on inclusivity.   
2.  Planning and implementing a targeted outreach programme.  
3.  Completion and auditing of special schools. 
4.  Designing, planning and implementing the conversion of thirty special schools  
     to resource centres or special schools in thirty designated school districts.               
 5.  Designing, planning and converting thirty primary schools to full-service schools,   
      in the same thirty districts. 
6.  Planning and implementing the district support teams in the same thirty   
      districts. 
7. The general orientation and introduction of management, governing bodies  
     and professional staff to the inclusion model. 
8.  The establishment of systems and procedures for the early identification and 
     addressing of barriers to learning in the Foundation Phase. 
  
 Medium-term steps (2004-2008): 
1.  Transforming further education and training and higher educational institutions  
      by addressing and recognising the diverse learning needs of learners. 
69 
 
2.  Making the targeted community outreach programme in line with the available  
     resources. 
3.  Expanding the number of resource centres or special schools, full-service schools                     
     and district-support teams. 
 
 Long-term steps (2009-2021): 
To expand the educational provision to reach a target of 380 special resource 
centres or special schools, 500 full-service schools, colleges and district support 
teams. The 280 000 out-of-school children and youth also need to be reached 
(Building an Inclusive Education and Training System, 2001:37-43). 
 
From the above, it may be deduced that the implementation of inclusive education in 
South Africa is an evolving process. 
 
In this regard, Reid (2005:14, 99-100) states that inclusion does not just happen; it is 
a process that develops over time. The success of inclusion depends on the 
preparation and foundations that are in place. The younger a child is when this 
process of inclusion develops, the more successful the outcome will be. He argues 
that there is a need for student-centred approaches – if inclusion is going to be 
successful. The aim of inclusion is to cater for all, and that the individual needs of 
children with special educational needs are not simply overlooked.  
 
It now becomes apparent that the two concepts in regard to Special Needs should 
be discussed, namely Special Educational Needs and barriers to learning. It is 
important to note that when the researcher in this study refers to Special Educational 
Needs, she also refers to barriers to learning and vice versa; since they are so 
closely linked. In other words, she will use these two concepts interchangeably.  
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2.9 SPECIAL NEEDS 
2.9.1 Special Educational Needs 
White Paper 6, Special Needs Education, Building an Inclusive Education and 
Training System, stated that all existing policies and legislation for general, further 
and higher education and training will be reviewed. This Paper also states that the 
following Acts already provide the basis for the establishment of an inclusive 
education and training system: The South African Schools Act (1996), the Higher 
Education Act (1997), the Further Education and Training Act (1998) and the Adult 
Basic Education and Training Act (2000) (Department of Education, 2001:27).  
 
The South African Constitution (Act 108 of 1996) has founded our democratic State 
and citizenship on the values of human dignity, equality, human rights and freedoms. 
 
According to the Constitution, everyone has the fundamental right to basic 
education, including adult basic education on a non-discriminatory basis. These 
clauses are important for protecting all learners, whether disabled or not 
(Department of Education, 2001:11).  
 
According to Farrell, (2004:13) the concept of Special Educational Needs was 
introduced in England. If learners have a learning difficulty, special educational 
provision has to be made for them. The following are characteristics of children with 
a learning difficulty:    
 They have a significantly greater difficulty in learning than the majority of children 
of the same age. 
 They have a disability, which either prevents or hinders them from making use of 
educational facilities of a kind generally provided for children of the same age in 
schools within the area of the local education authority. 
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Farrell (2004:94) further stated that as a result of the Special Educational Needs and 
Disability Act 2001, the Education Act 1996, section 316(3) was amended to read: If 
a statement is maintained under section 324 for the child, he must be educated in a 
mainstream school, unless that is incompatible with the wishes of his parents or the 
provision of efficient education for other children. 
 
If the education of a child with Special Educational Needs is incompatible with the 
efficient education of other pupils, mainstream education can only be refused if there 
are no reasonable steps that can be taken to prevent the incompatibility. For 
example: 
 When a child‟s behaviour systematically, persistently and significantly threatens 
the safety of others. 
 When a child‟s behaviour systematically, persistently and significantly impedes 
the learning of others. 
 Where the teacher, even with other support, has to spend a greatly 
disproportionate amount of time with the child in relation to the rest of the class 
(Farrell, 2004:94). 
 
The Special Education Needs and Disability Act strengthen the right of children to be 
educated in the mainstream schools, unless this is incompatible with the wishes of 
the parents or the provision of efficient education for other children (Farrell, 2003:18). 
The purpose of Special Education Needs is to enable young people to prosper in 
adult life. There are, therefore, strong educational, as well as social and moral, 
grounds for educating children with Special Educational Needs with their peers.  
 
We aim to increase the level and quality of inclusion within mainstream schools, 
while, at the same time, protecting and enhancing specialist provision for those who 
need it (Farrell, 2004:89).  
 
In this regard barriers to learning will now be discussed.  
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2.9.2 Barriers to learning 
The African National Congress (ANC) Discussion Document (1994:67) described 
learners with barriers to learning, as learners with serious chronic physical 
disabilities, sensory disabilities, and neurological disabilities, as well as cognitive and 
multiple disabilities.  
 
This document also defined learners with special academic problems, learning 
problems, physical health problems, emotional problems and sensory problems, as 
learners with barriers to learning.  
 
The factors that prevent learners from gaining access to educational provision have 
been conceptualised by the National Commission on Special Educational Needs and 
Training and the National Committee on Education Support Services as barriers to 
learning and development (Department of Education, 1997:5).  
 
In addition to the above, Nind, Sheehy and Simmons (2003:45) believe that schools 
need to be communities that are open, positive and diverse, and not selective, 
exclusive or rejecting.  Schools need to develop a sense of equity in promoting every 
learners‟ rights and responsibilities in all aspects of school life. 
 
According to Naicker (1999:54), some barriers to learning can be found within the 
learner, while others are to be found outside the learner. These barriers to learning 
will now be discussed. 
 
2.9.2.1 Extrinsic barriers 
The main aim of the study is to establish guidelines for teachers to render learner 
support to learners with barriers to reading within an inclusive classroom.  
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For this reason, it is important for the teacher to know what factors in the learners‟ 
community or family life can hinder or make it more difficult for them to overcome 
their barrier to reading.  
 
The systematic factors that lead to barriers to learning are: a lack of basic services 
and appropriate learning and support materials, poor teaching, and inadequate 
facilities at schools; for example, poor resources in the impoverished communities, 
learners who are making use of wheelchairs are unable to reach their classrooms. 
The lack of other basic facilities, such as medical clinics, can cause learning 
barriers. If a learner has a chronic illness and medical treatment is not available, it 
will be impossible for such a learner to attend school every day (Department of 
Education, 1997:13). 
 
The extrinsic factors that can lead to barriers to learning will now be discussed. 
 
 Societal factors 
Societal factors refers to severe poverty, learners without adult supervision, late 
enrolment at school, urban or rural inequalities, and discrimination on the grounds 
of race, language and impairment. Poverty is usually caused by unemployment and 
economic circumstances (Department of Education, 1997:13).  
 
Poverty in South Africa leads to ill health, undernourishment, backlogs in education, 
unsupportive environments, such as informal settlements, communication and 
language deficiencies and a negative view of the future (Prinsloo, 2005:29). 
Families who are desperately poor find it hard to meet their most basic needs, such 
as shelter, food, medicine and clothes. Undernourishment leads to a lack of 
concentration in the class. 
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Children, who are raised in severe poverty and in families without adult support, are 
subject to emotional stress and low levels of self-esteem, which adversely affect 
learning and development (Department of Education, 1997:13). 
  
In this regard, children that come from unemployed families are also more likely to 
leave school early (Department of Education, 1997:13). The result is that these 
children will have limited skills and educational knowledge; and this will hinder their 
chances of providing for their families‟ basic needs, because of fewer work 
opportunities and exclusion. A poor and uncertain occupational future contributes to 
the cycle of poverty, which then continues (Prinsloo, 2005:28). 
  
According to the Department of Education (1997:13-14), learners are often enrolled 
late at school, because of processes such as urbanisation, the formation of informal 
settlements and the eviction of farm workers and families. Children are involved in 
looking for food and shelter, and are not encouraged to read and write (Prinsloo, 
2005:29). From this statement, it becomes clear that such learners could well 
develop a backlog in education, especially in reading. 
 
 Inappropriate teaching and learning practices 
This refers to teaching strategies and the curriculum, neither of which meets the 
diversity of all learners in the classroom. The medium of instruction, where teaching 
takes place through a language that is the learner‟s second or third language, 
places the learner at a disadvantage towards first-language learners. All these 
teaching and learning practices can cause serious barriers to learning.  
 
Deaf learners, who make use of sign language as their first language, can also be 
at risk (Department of Education, 1997:30-31). Inadequate provision of assistive 
devices can cause barriers to learning. Assistive devices are not often suitable for 
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the learning context, in which they are used. They are also costly. These devices 
are usually the property of the school, and do not become the property of the 
learner. The abilities learners achieve through the use of these devices are, 
consequently, of little use when they enter adulthood or finish their school career 
(Department of Education, 1997:30). 
 
The negative attitudes and prejudice in society lead to labelling learners with 
barriers to learning, and in the past, to unnecessary divisions in the education 
system.  
 
It had been declared that negative attitudes and labelling result in the failing of a 
range of learners and system needs. For example, the learners who are 
experiencing barriers to reading are put on the one side of the class, or in a group, 
and all the learners in the class know that they are the group which cannot read 
and, therefore, they are not participating in the reading lesson (Department of 
Education, 1997:28). 
 
According to Hall (1998:36), there was a shortage of properly trained professionals 
to provide for the needs of the learners with barriers to learning. Schools, especially 
those in the rural areas are faced with large classes with high learner/teacher ratios 
and inadequate learning materials. 
 
In this regard, Stofile and Green (2007:59) state that the morale of teachers is 
generally low and this will not disappear until the conditions under which the 
teachers must work improve and appropriate training is given to teachers.  
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These are a few reasons why teaching is so poor. Furthermore, this author states 
that parent involvement of the learners with barriers to learning was not sufficiently 
encouraged.   
 
2.9.2.2 Intrinsic barriers 
This refers to barriers that come from within the learner – mainly because of 
impairments. These impairments could be neurological, physical, sensory or 
cognitive. Neurological problems refer to epilepsy, spina bifida, cerebral palsy and 
muscular dystrophy. Learners with spina bifida may be included in the classroom, 
but special attention must be paid to their social development, because they might 
have a poor self-image (Smith, 2005:259). Other conditions, such as diseases, 
chronic illness and trauma; emotional and behavioural problems can also be 
included under the umbrella of intrinsic barriers (Department of Education, 1997:28). 
 
 Emotional and behavioural barriers to learning 
Most of the learners who experience barriers to reading have already developed a 
negative level of self-esteem, because they cannot read or recognise simple words 
or sentences.  As indicated in Chapter Four, they have a lack of self-confidence and 
are scared that the other learners might tease them, if they cannot read or 
pronounce the words correctly. Others refuse to read in the classroom, and at times 
become very emotional. Any child that grows up in an environment that is accepting 
and inclusive find the freedom to develop a positive level of self-esteem (Chambers, 
2001:12).   
 
Therefore, inclusive education promotes the full personal, academic and professional 
development of all learners, regardless of race, class, gender, disability, religion, 
culture, sexual preference, learning style and language (Department of Education, 
1997: vi-vii). 
77 
 
 Physical barriers to learning 
According to Smith (2005:260-261), learners who are physically impaired are in 
general learners that experience problems with mobility and physical vitality. 
 
They may also experience negative reactions from other people, due to their 
impairments; and this might lead to anti-social problems, with which these learners 
and the teachers have to deal.  
   
The reasons why some learners experience barriers to reading might be that they 
experience problems with their eyes and must be referred to the optometrist to rectify 
the problem. Other learners might experience auditory problems, where they cannot 
hear what the teacher says, and then end up doing, for example, the wrong 
comprehension exercise. Others might be in a wheelchair, and the mainstream 
school does not cater for these children‟s needs – for example in the creating of an 
off-ramp which can be used by wheelchair users.  
  
In addition, Chambers (2001:12) further states that with the inner strength, children 
with disabilities are more likely to achieve their full potential and overcome their 
specific problems, and that every child in the mainstream with a disability or 
difference helps to challenge stereotypes, and to build awareness. 
 
 Chronic illness and disease 
A chronic disease is any disease that has an effect on a person‟s daily functioning 
for more than three months in one year. Most of these diseases are permanent or 
long-term diseases, such as, for example HIV or cancer (Kunneke and Orr, 
2005:428). 
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According to Kunneke and Orr (2005:429), learners who absent themselves from 
school because of a chronic illness or disease – that has to be treated on a regular 
basis – might be prone to develop barriers to learning.  
 
Children who are hospitalised often feel isolated from their family and peers, and this 
could lead to adjustment problems when these children return to school. Such 
learners might also experience a backlog in their school performance.  
 
Furthermore, certain medications used to treat chronic diseases might also influence 
the learners‟ school performance; for example, a certain drug can make the learner 
drowsy in class or might cause agitation (Kunneke and Orr, 2005:431).   
  
Teachers do not always know how to deal with the chronically ill child and may not 
always realise the effect the disease has on the learner‟s schooling experience. 
  
Most of the time, the teachers may lack skills in how to integrate the child with a 
chronic disease into the classroom and to encourage good peer relationships 
(Kunneke and Orr, 2005:429, 431).   
    
The Draft National Strategy on Screening, Identification, Assessment and Support 
(2005) of learners who experience barriers to learning will now be discussed. 
 
2.10 DRAFT NATIONAL STRATEGY ON SCREENING, IDENTIFICATION, 
ASSESSMENT AND SUPPORT (2005) 
This manual examines and explores the screening, identification and assessment of 
learners with all kinds of barriers to learning.  
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The main aim is to develop the learners. The teachers are daily in contact with these 
learners at school. The information the teachers receive from this process supplies 
them with insight into the learning process and enables them to identify these 
learners‟ strengths and weaknesses.  
 
Towards the end of the first six months, the teachers in consultation with the parents 
and the head of department should give an opinion on what to report to parents, 
colleagues and other relevant persons.  
 
The teachers must complete the screening to receive a satisfactory idea of the 
learning barrier and the specific support needed. The next step would be to perform 
a detailed assessment. This document recommends observation, profiles, portfolios 
and interviews to gather information on particular learners. 
 
 Observation 
 
Teachers can observe learners as “outsiders “, only watching, but not becoming 
involved in the learning situation – or as “insiders”, taking part in the learning 
situation. 
 
Observation is a tool that is most commonly used in schools by teachers to collect 
information. 
  
Observation can take place in a formal or informal, planned or unplanned manner. If 
observations are planned and are taking place in a systematic, continuous and 
regular manner in the teaching process, this can only be to the advantage of the 
teacher who is observing the learner. As discussed in Chapter One (page 21, point 
1.4.2.1.2), the three main elements of observation are watching what people do, 
listening to what they say, and sometimes asking them to clarify questions. 
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A learner profile will be constructed with the collection of records kept during 
observations. This profile may be used by the teachers, when teaching or assisting 
the learner, their parents and the learner self, to identify their barriers to learning 
(Department of Education, 2005:57). 
 
 Profiles 
  
Each learner should have a profile. The profile should contain the learner‟s strengths 
and weaknesses. 
 
Furthermore, it should give an idea of the learner‟s knowledge, skills, attitudes and 
values and the socio-economic environment of the learner. 
 
The profile could also include the learner‟s emotional development, social 
development, academic achievements, progress attendance record and the 
teacher‟s own records of personal observations and interpretations (Department of 
Education, 2005:57). 
 
 Portfolios 
Portfolios are another form of record-keeping that is done by collecting samples of 
the learner‟s work over a period of time. The portfolio would make effective 
communication easier with parents on their children‟s achievements. Important 
information on a learner‟s knowledge will help to evaluate the levels of functioning 
and any other relevant abilities of the learner, and to improve learning and teaching 
(Department of Education, 2005:58). 
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 Interviews 
 
Teachers should arrange one-on-one interviews with their learners, the learners‟ 
parents and other significant adults in their lives, in order to obtain information that 
could be used to reduce the barriers to learning, as experienced by the learner 
(Department of Education, 2005:58). (See also the discussion in Chapter One; point 
1.4.2.1.1, page 16-21) on interviews and on how interviews should be done, and on 
how they may be beneficial.) 
  
 Early identification of barriers to learning 
 
Teachers should always have a planned, clear and reasonably early intervention 
procedure – in order to recognise general areas of concern in Literacy, Numeracy 
and Life Skills. Teachers should adapt the curriculum and activities in the 
mainstream classroom to meet the needs of individual learners in the classroom. 
 
The Institution-level Support Team, the District-based Support Team and other role-
players can be called in to assist with appropriate intervention programmes, such as 
training, consultation, mentoring and monitoring. Early medical intervention is 
especially important and necessary in learners who are experiencing barriers to 
learning (Department of Education, 2005:59). 
 
The main function of the Institutional Level Support Team is to put in place co-
ordinated learner and educator support services that will support the learning and 
teaching processes, by identifying and addressing learner, educator and institutional 
needs (Department of Education, 2001:48). Early identification of a barrier to 
learning also plays a huge role in the rendering of such support. 
  
According to the “inclusive education approach” to schooling, the learner is at the 
centre of the educational system, and if the learner experiences barriers to learning, 
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the educational system and educator must adapt to meet the needs of every 
individual learner. Consequently, early identification of learners‟ barriers is of the 
utmost importance. The end result will be learners reaching their full potential. 
This draft document led to the National Strategy on Screening, Identification, 
Assessment and Support (2008). This document will now be discussed. 
 
2.11 THE NATIONAL STRATEGY ON SCREENING, IDENTIFICATION,   
ASSESSMENT AND SUPPORT (2008) 
The aim of the Screening, Identification, Assessment and Support (SIAS) document 
is to manage and support teaching and learning processes which affect learners 
within the system. Guidelines are given on how to screen, identify, assess and 
support learners who experience barriers to learning, including those with disabilities, 
and thereby to improve the teaching and learning environment for the maximum 
degree of participation by all learners (Department of Education, 2008:12). 
 
The strategy consists of a single form and guidelines to assist the different parties in 
implementing the process. These guidelines are provided for teachers, the 
Institutional Level of Support Team, managers, parents, planners and District 
Support Teams. A learner profile form is completed for each learner. All information 
will be recorded on the form. 
 
Any additional support needs, for example, formal assessments, psychologist report 
and other relevant information should be kept with the form for each learner, as well 
as any diagnostic information on the learner from, for example, a medical doctor. 
This profile will follow the learner throughout the GET and FET phases and be kept 
at school by the ILST; and it should accompany the learner when transferred to 
another school (Department of Education, 2008:13, 17).  
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When the learner profile has been completed, and the learner needs additional 
support an interview with the parent or caregiver should be scheduled. Basic 
information on what their home or family circumstances are, will give the teacher an 
indication of the level of support available at home. The learner‟s strengths and 
weaknesses and interest can also be requested, and this information can give the 
teacher an idea on whether the parents understand or know their child (Department 
of Education, 2008:17). 
 
Section two of this form has to be filled in by the teachers, in consultation with the 
ILST – after the learner has been diagnosed as experiencing barriers to learning and 
development.  
 
This information is based on the learners‟ assessments from the curriculum, 
observation, documentation from the learners‟ portfolios, workbooks and written 
information from, for example, other teachers or parents (Department of Education, 
2008:18). The teacher draws up an individual support plan to keep track of what 
support has already been given together with the learner‟s progress. This plan will 
later go into the learner‟s profile (Department of Education, 2008:18-19). 
 
In section three, decisions can be made on the level of support the learner needed. 
This stage is managed and co-ordinated by the District-Based Support Team.  
 
Whatever support is needed, for example, low, moderate or high will now be 
provided to the learner with barriers to learning, in section four of the form 
(Department of Education, 2008:20). 
  
The need for a systems approach will now be discussed.  
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 2.12 THE NEED FOR A SYSTEMS APPROACH  
The implementation of an inclusive educational system requires a new approach to 
educational planning. According to White Paper 6, any barriers to learning that have 
an influence on the learner must be removed from the system (Department of 
Education, 2001:6). 
 
Consequently, Bronfenbrenner‟s ecosystemic model is applicable to this study. This 
ecosystemic model is a multi-dimensional model of human development. It has 
levels that result in change, growth and development – with the necessary 
interacting systems.  
 
The model further emphasises the interaction between an individual‟s development 
and the systems within the social context. The model can be use to understand 
classrooms, schools and families – by viewing them as systems in themselves. This 
model also acknowledges that the systems are influenced by sub-systems. 
 
Bronfenbrenner developed an ecological model that explains the direct and indirect 
influence of the environment on a child‟s life. These factors influence a person‟s 
development. These environmental systems include the microsystem, the 
mesosystem, the exosystem and the macrosystem, together with their sub-systems. 
These systems connect with the chronosystem (Swart and Pettipher, 2005:10; and 
Donald, Lazarus and Lolwana, 2010:40).  
 
 The microsystem 
 
This system consists of the interactions between individuals and the systems 
including the family, the school and the peer group. The microsystem is where the 
particular interaction between the organism and the environment plays out.  
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This involves ongoing face-to-face interactions with each person affecting the other 
(Swart and Pettipher, 2005:10-11; and Donald, Lazarus and Lolwana, 2010:40).  
 
The microsystem was discussed in considerable detail in Chapters One (page 39, 
point 1.8), Three (page 151, point 3.4) and Five (page 230-231, point 5.3.1) of this 
study. 
 
 The mesosystem 
 
The mesosystem is a system of microsystems. At this stage, there are interactions 
between the family, the school and the peer group. They make changes to each of 
the systems and they can influence how the children respond at school, and vice 
versa (Donald, Lazarus and Lolwana, 2010: 40; and Swart and Pettipher, 2005:11).  
 
A learner who experiences a lack of support at home can develop barriers to 
learning. Accordingly, if the learner has a caring teacher that can help with his self-
esteem and his sense of belonging, the knowledge or skill in the microsystem of the 
school can protect the learner from the psychological effects of the lack of support at 
home (Swart and Pettipher, 2005:11). In addition to the above,  positive interactions 
with a peer or neighbour over a period of time may give the learner a sense of 
security, and in turn, change the interactions the child has at home (Donald, Lazarus 
and Lolwana 2010:40-41).  
 
The mesosystem was (and will be) discussed in considerable detail in Chapters One 
(page 39, point 1.8), Three (page 150, point 3.4) and Four (page 206, point 4.6.2) in 
this study. 
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 The exosystem 
 
This stage involves one or more systems in which the learner is not actively involved, 
but has an influence on the learner, such as the education system, health services, 
media, welfare services, other parents, the local community, the extended family, 
neighbours and family friends (Donald, Lazarus and Lolwana, 2010:41). The parent‟s 
troublesome relationship with an employer can influence the relationship between 
the parent and the child – although, the child is not directly involved. For example, 
learners who have a chronic illness might have a high record of absenteeism. 
 
Their school work can be affected, as well as their relationships with their parents, 
teachers and peers – because of poor health services (Swart and Pettipher, 
2005:12). The exosystem was also referred to in Chapter One (page 39, point 1.8). 
 
 The macrosystem 
 
This system involves the attitudes, beliefs, values and ideologies existing in the 
systems of a specific society and culture. These influence and may be influenced by 
any of the above-mentioned systems (Donald, Lazarus and Lolwana, 2010:41 and 
Swart and Pettipher, 2005:12).  
 
According to Donald, Lazarus and Lolwana (2002:53; and Donald et al. 2010:41), 
this level of system is the same for the social system, as a whole and the wider 
community. The macrosystem was referred to in Chapter One (page 39, point 1.8). 
 
 The chronosystem 
 
The chronosystem refers to the developmental timeframes which cut across the 
interactions between the systems and the influences they have on individual 
development.  
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The developmental process the family undergoes, where there is a child in the 
process of developing is an example. Families with babies and toddlers experience 
different interactions and processes from a family with teenagers and children 
leaving school. These interactions refer back to a child‟s progressive stages of 
development (Donald, Lazarus and Lolwana, 2010:41; and Swart and Pettipher, 
2005:12). 
 
Furthermore, Donald, Lazarus and Lolwana (2010:42), and Swart and Pettipher 
(2005:12) both stated that an important part of Bronfenbrenner‟s model is that the 
environment does not simply have an impact on the child, but children are active 
participants in their own development. They further pointed out that the way children 
become aware of their circumstances is the way they will respond to their human 
and physical contexts.  
 
The chronosystem has already been discussed in Chapter One (page 40, point 1.8). 
 
These also provide important guidelines for a support system. Aspects of   
Departmental support structures will now be discussed.  
  
2.13 INSTITUTIONAL-LEVEL SUPPORT TEAMS 
The Institutional-Level Support Teams (ILSTs) should play a part in identifying “at- 
risk” learners and addressing barriers to learning. The role of these teams is to 
support teachers and caregivers, by making an opportunity available for regular, 
collaborative problem-solving around areas of concern, and making the provision of 
support, where needed, accessible. An Institutional-Level Support Team is a support 
team within institutions. 
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In each institution, this team will finally be responsible for liaising with the District-
based Support Team and other relevant support suppliers in identifying and meeting 
their own institution‟s needs. 
Therefore, they should be made up mainly of teachers and staff from each individual 
institution (Department of Education, 2001:48). 
 
2.14 DISTRICT- BASED SUPPORT TEAMS 
According to the Draft Guidelines for the Implementation of Inclusive Education 
(Department of Education 2002c:195), these district support teams will play an 
important role in assisting teachers, obtaining data from schools regarding learners, 
observing learners with barriers and monitoring and making support available – with 
the option of determining the teacher‟s own effectiveness within the inclusive system. 
The staff of the district-based support teams should be able to identify and assess 
learners with barriers to learning. 
 
They will consist of general and special educationists, learning-support educators, 
psychologists, therapists, social workers, nutritionists, university and college 
lecturers, parent organisations and a group of people who have the same lawful 
interests stated by the Conceptual and Operational Guidelines for District-Based 
Support Teams (Department of Education, 2005:7). 
 
Through supporting teaching, learning and management, the district support team 
will equip schools, early childhood centres, basic education and training centres, 
colleges and higher education institutions to recognise and address severe 
learning difficulties and to accommodate a range of learning needs.  Further and 
Higher education will be required to establish institutional support teams at an 
institutional level. 
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Their primary function will be to put in place properly co-ordinated learner and 
educator- support services. These services will support the learning and teaching 
process, by identifying and addressing learner, educator and institutional needs.  
Where appropriate, these teams should be strengthened by expertise from the 
local community, district support teams and higher education institutions 
(Department of Education, 2001:29). 
 
The district support team will become a vital foundation of the support service. The 
Conceptual and Operational Guidelines for District-Based Support Teams 
(Department of Education, 2005:18) indicate that many educational institutions can 
be involved in making support available at the level of district-based support teams. 
These institutions could draw on the expertise of educators and support personnel 
from:       
 Special schools or resource  centres; 
 Full-service  or inclusive schools; 
 Higher education institutions; and  
 All other educational institutions. 
 
Clusters of schools and other educational institutions should encourage each other, 
especially by sharing their different skills and knowledge. Collaboration as an 
educational tool in an inclusive setting and will now be discuss..  
   
2.15 COLLABORATION TEACHING  
According to Oswald (2007: 148-149), collaboration is considered as one of the 
essential features of inclusive school communities. It acts as an adhesive by 
isolating, through fostering communities, a sense of belonging and participation 
among all the role players within an inclusive school community.  
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Teachers need to form partnerships with each other, with parents, learners, support 
personnel and other community members – for both emotional and technical 
support.  Learners‟ interests, needs and goals become the focus of collaborative 
decision-making, creative problem-solving, as well as shared responsibility and 
accountability. 
 
Opportunities for collaboration are the first steps in understanding how to help the 
child holistically. Teachers who will give time and energy to the process of 
collaboration will discover new and undeveloped areas for helping children to learn. 
 
 Benefits of collaboration 
 
According to Gut, Oswald, Leal, Frederiksen and Gustafson (2003:111-128),   
collaboration and increased consultation skills among teachers make a difference in 
the lives of learners and teachers in coping with inclusive education and learners 
with barriers to learning. The following are some of the benefits of collaborative 
teaching: 
 Educators can become more effective and collaborative on behalf of the learners 
with barriers to learning;  
 Educators will be exposed to the latest research and best practices in teaching, 
literacy, general and special educational needs;  
 Educators can become more effective educators with specialised expertise in 
collaboration. 
In developing and implementing inclusive education, it is important to ensure that a 
system of support is available (Department of Education, 2001:48). The support 
systems and concerns regarding the inclusive classroom will now be discussed. 
 
2.16 BENEFITS OF INCLUSIVE EDUCATION FOR SCHOOLS AND LEARNERS 
Reid (2005:105) states that the reason for the controversy around the inclusion 
movement is due to a lack of preparedness of teachers in mainstream schools for 
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learners with high-support needs and the adoption of inclusion practices without   a 
strict focus on educational outcomes. 
 
Farrell (2003: 27, 31) argues that inclusion encourages the mainstream school to 
review its structures, approaches to teaching, pupil grouping and the use of support 
to meet the diverse learning needs of all pupils.  The organising support for diversity 
includes inclusion policies used to reduce the barriers to learning and participation of 
all students.  In learning, the lessons have to cater for student diversity; and school 
resources have to be fairly distributed to support inclusion. All of the last-mentioned 
issues might benefit the school and its learners. 
 
If a child makes slower progress and reaches lower standards of attainment and 
lower levels of social and personal development when attending a special school, 
then this may contribute to the moral view that the learner should attend a 
mainstream school. 
  
If pupils with the most severe Special Education Needs are educated in special 
schools, then pupils in mainstream schools would be less likely to have any kind of 
contact with such pupils (Farrell, 2004:91). 
 
Furthermore, Thomas and Vaugh (2007: 3) describes an educational inclusive 
school as one in which the teaching and learning, achievements, attitudes and well-
being of every child matter. Effective schools are educationally inclusive schools. 
This shows in their ethos and willingness to offer new opportunities to pupils who 
may have experienced difficulties. 
 
Stofile and Green (2007: 61) state that inclusive education means ensuring that all 
children have access to good quality education. This means creating an environment 
in schools, where all children can learn, regardless of their barriers to reading. 
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Mainstream schools are expected to provide for children with diverse needs. These 
children with learning, communication and behavioural difficulties want to fit in; they 
want to please; and they want to succeed – but they may not know how.  
Schools need to build up a repertoire of strategies and resources to meet this 
diversity of needs (Thomas and Vaugh, 2007:16). 
 
In this regard, Thomas and Vaugh (2007: 31-32) states that a school that is serious 
about being an inclusive school has to have the following: 
 Assemblies should be used to reinforce the school‟s inclusive policies;  
 School performances should include all children in some way;  
 Ensure parents are involved at every level, and empowered;  
  The governing body should routinely discuss inclusion matters, in terms of 
access, achievement, issues of diversity, bullying and racism. 
Teachers must make sure that they are approachable and available at these 
schools.  
 
Inclusion is a process that needs to be actively engaged by all the stakeholders 
involved. This can create a context that empowers teachers to develop their 
practices in relation to their acceptance of diversity within the classroom (Nind, 
Sheehy and Simmons, 2003: 202).   
 
Giving teachers the opportunities to communicate and reflect on their own practice 
encourages them to move away from a reliance on outside experts to help with 
learner‟s problem. This has the potential to move them towards more inclusive 
interactive educational practices. 
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Changes to mainstream education will be required, so that learners experiencing 
barriers to learning can be identified early; and appropriate support can then be 
provided (Department of Education, 2001:24). 
 
The following changes are meaningful for inclusive education (Department of 
Education, 2002:22-23): 
 A move from constructing services in line with the category of disability, towards 
determining the level of support needed. 
 An approach towards admissions based on whether learners are in need of 
support. 
 A shift from medical explanations to an awareness of lack in the system that is 
located within an understanding of barriers to learning.  
 The removal of the discriminatory admission practices that traditionally hinder 
access to schools on the basis of language, race and the degree of disability. 
 
Lorenz (2002:11) lists the following benefits for the learner from effective inclusion: 
 The acquisition of new skills. 
 The development of age-appropriate behaviours. 
 The development of independence in learning and behaviour. 
 The development of friendships with peers from the local community. 
 
It is clear that inclusive education can be beneficial to schools and their learners. 
 
White Paper 6 (Special Needs Education, Building an Inclusive Education and 
Training System), states that the high learner/educator ratios are putting a 
considerable burden on all the professionals in the education system, in teaching 
and management. The White Paper also states that any progress towards the 
inclusive education and training system will be heavily dependent on the more 
effective usage of current skills in the “special needs” sector. In the short term, it is 
clear that additional funding will be required for “special-needs” education and such 
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funding will have to be sought from the provincial education budgets and door 
funding, locally and internationally.  
 
In the context of the current low growth rate of the South African economy and the 
relatively large slice of the budget that is allocated to education, it is unlikely that 
significantly more public resources will be allocated to education in the next few 
years (Department of Education, 2001: 37). 
 
The successful implementation of inclusive education in South Africa relies on the 
development of efficient support structures and services, which can assist teachers, 
parents and learners. 
 
2.17 EDUCATIONAL SUPPORT SERVICES 
According to White Paper 6 (Special Needs Education, Building an Inclusive 
Education and Training System), the objectives are to accommodate all learners and 
also learners who are experiencing the different barriers to learning, and to enable 
mainstream education and training to recognise and address these causes and 
effects in ordinary classes and lecture halls. This will require the transformation and 
change of the entire education and training system.   
 
The answer to reducing barriers to learning lies in a strengthened educational 
support service. This support service will have at its centre new district-based 
support teams that will consist of staff from the provincial district, the regional and 
head offices and from special schools. 
 
Their primary function will be to evaluate programmes, diagnose their effectiveness 
and suggest any changes necessary. The Department will provide access to 
appropriate pre-service and in-service education and training, and professional 
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support services for educators through the district-support teams (Department of 
Education, 2001:26, 28-29). 
 
Furthermore, instructional, physical and emotional support for teachers must be 
provided (Wood, 2002:18).  
 
For instance, resource teachers should work with regular teachers to show them how 
modifications can be made that do not change the training requirements, but allow 
the learners to achieve. 
 
Regular classroom teachers have the content knowledge; they just need some 
insight and assistance on how to deliver the content in a way that the special needs 
learners can understand (Wood, 2002:156). 
 
Booth, Nes and Stromstad (2003: 3) stated that efforts to support inclusion in teacher 
education can take place in various ways. For example, institutions can develop new 
structures, such as departments and faculties, new courses with changed curricula 
and new ways to remove barriers to learning that would benefit all learners. 
                                                 
Armstrong and Moore (2004:39) pointed out that there are many mainstream 
teachers who are experiencing anxieties, difficulties and concerns in embedding 
inclusive values in their day-to-day practices. The challenge to educate pupils 
identified as having complex difficulties in learning may be seen as impossible to 
teachers who have no experience of how to respond to such challenges.  
  
According to their research, special schools in cities are closely linked with the 
inclusion process, and can help mainstream staff to gain confidence and skills by 
sharing their experiences of changing curriculum, organisation and attitudes if they 
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are willing to learn from the experiences of others. They further state that special 
schools involved in the research welcome inclusion and are often initiatives in 
promoting inclusion – and are committed to overcoming exclusionary barriers. 
 
Continual support for the mainstream school helps pupils to adjust to the mainstream 
setting, to break down fears and anxieties experienced by the mainstream teachers. 
These are important components of success.  
 
There should be opportunities for teachers and the support staff to teach and support 
mainstream learners, as well as learners with additional learning needs – without 
relying solely on the expertise of the special educationalist (Armstrong and Moore, 
2004:40). 
 
 Therefore, teachers should respond to the diverse needs of pupils, by doing the 
following: 
 Creating effective learning environments; 
 Securing the motivation and concentration of pupils; 
 Providing equality of opportunity through teaching approaches; 
 Using appropriate assessment approaches; 
 Setting targets for learning (Farrell, 2003: 33). 
 
Curriculum planning must take into account the extent of difficulty experienced by the 
pupils with Special Educational Needs (Farrell, 2003:33). 
  
According to Farrell (2004:91), the mainstream school can seek to extend the range 
of pupils with Special Educational Needs – by developing flexibility in the curriculum, 
flexibility in assessment, flexibility in pedagogy and flexibility in school organisation. 
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Inclusive education is gradually becoming a reality. There are some mainstream and 
special schools that are working together. Learning support facilitators are being 
assigned to mainstream schools and are training teachers to work with children with 
special needs. 
These children are integrated into the mainstream settings, and will need support; 
therefore, schools should become supportive environments (Chambers, 2001:14). 
 
Staff development at the school and district level, together with an ongoing 
assessment of educators‟ needs through their developmental appraisal, will make a 
critical contribution to inclusion (Department of Education, 2001:16). 
 
2.18 CHALLENGES TO THE IMPLEMENTATION OF INCLUSIVE EDUCATION 
Once learners with special needs have been placed in a general education setting, 
they must be monitored constantly and closely, to ensure that the instruction is 
effective and continues to meet their needs. If this does not take place, inclusive 
education cannot be successfully implemented at school level (Wood, 
2002:179,191). 
 
Stofile and Green (2007:57) highlight the following challenges to inclusive education 
in South Africa: the conceptual and practical integration of inclusive education 
agenda with Curriculum 2005, the development of teacher capacity, the development 
of all role players‟ capacity for collaboration, addressing current teacher morale and 
attitudes, rethinking training and development for inclusion, and the current physical 
and psycho-social environment in many schools.  
 
Inclusive education tends to be seen by teachers as an extra burden.  This is partly 
due to the structure of training workshops that fail to illustrate the link between 
inclusive education and the new curriculum.  
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District administrators should realise that maintaining separate budgets for general 
and special education cannot be cost-effective (Wood, 2002:168). The Education 
Labour Relations Council Integrated Report (2005) shows that the morale of 
teachers in South Africa is generally low. This report shows that 71% of teachers say 
that this is due to stress with OBE – while 62% claim that they have too-high 
workloads.  
 
The dream of addressing the needs of all learners will never become true, if teachers 
are unable to implement the curriculum effectively (Stofile and Green, 2007: 59). 
 
The report of the National Commission on Special Needs in Education and Training 
and the National Committee on Education Support Services suggests that in an 
inclusive education and training system, the curriculum needs to be transformed to 
accommodate the diversity in the learner profile (Stofile and Green, 2007:59). This 
would provide access to education for all learners. The challenge is to do this in a 
coherent and integrated manner, and in such a way that teachers will bring their new 
skills into the process. 
  
In addition to the above, Wood (2002:168) states that teachers, parents, 
administrators, related-services personnel, counsellors, students and the school 
community must accept and share the responsibility to provide equal educational 
opportunities to all students, regardless of their diversity. Farrell (2004:28) further 
pointed out that school‟s written policies on equal opportunities often include 
references to equality and discrimination, and statements asserting that the school 
seeks to offer equal opportunities to all pupils.  
 
This stated commitment to equal opportunities may refer to groups of pupils who are 
without special care. Therefore, the danger is that they may not receive equal 
opportunities.  
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These groups include girls, boys and pupils from different ethnic minority groups. 
Great care should be taken to include these groups of people on an equality basis. 
 
Special and regular teachers should strive to acknowledge that they have 
specialised skills, but that their experience, values, and knowledge bases may differ, 
and that they have to share their interest in the learner‟s educational process, and 
help each other by sharing their expertise with one another (Wood, 2002:170).   
 
In this regard, Stofile and Green (2007:57), stated that teachers are performing many 
roles at school; these include being a parent, counsellor, minister and social worker.  
The reality is that the majority of teachers were not trained for these roles.  
  
Many teachers do not know how to address the diverse needs of learners, but as 
stated, they can learn from others who have the expertise and are willing to share it.  
The onus is now on them to show whether they are willing to learn from other 
teachers‟ experiences and expertise. 
 
Therefore, an inclusive education system can only flourish when mainstream 
teachers accept the role of lifelong learners as teachers in their profession, and take 
on new responsibilities (Johnson and Green, 2007:163). 
 
In addition, the special and general teacher should strive to: 
 Realise that no classroom teacher can devote the majority of his/her time to any 
one student for long. 
 Recognise that teaching techniques or programmes that may be a success in a 
separate special education class may not be appropriate for the general 
classroom environment. 
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 Understand that teachers in regular classrooms must respond to the needs of 
many students rapidly. 
 Acknowledge that placing a student with special needs in a general classroom 
does not relieve that teacher of any responsibilities to the other students. 
 Understand that it is unlikely that a new intervention strategy or instructional 
approach will have an immediate effect, and that a fair trial must be given before 
a technique is judged to be ineffective. 
 Acknowledge that all students differ, according to the instructional 
accommodations they need (Wood, 2002:170). 
 
The challenge is to take forward the amount of good practice that already exists.  To 
be able to do this, there needs to be:  
 A wider agreement about what we mean by inclusion, and the features which 
make a school inclusive. 
 Clear leadership and commitment to meeting the needs of all pupils, which 
involves systems for meeting Special Educational Needs being part of other 
school systems, and not separate from them. 
 Emphasis on team working, shared responsibility, shared planning between 
mainstream and specialist staff, and the sharing of good practice. 
 Evaluation of schools which celebrate inclusive education and academic 
standards.  
 More rigorous self-evaluation with greater clarity on the roles played by all 
parties. 
 A move away from statements of Special Educational Needs towards more 
flexible funding (Blamires and Moore, 2002:31).   
 
The challenge of and struggle for inclusive education involves an identification, 
challenge and removal of all forms of barriers to participation, including social, 
cultural, ideological and physical factors (Daniels and Garner, 2000:58-59).  Inclusive 
education is considered the best strategy for addressing the diverse needs of 
learners in South Africa. The implementation of this policy is a challenge in terms of 
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the resources needed, and the timeframe available, but is worthwhile considering all 
the benefits for schools and learners (Stofile and Green, 2007:63). 
 
2.19 SUMMARY 
In this chapter, a literature review on inclusive education and the educational policies 
that have been implemented since 1994 in South Africa were discussed. 
 
In addition, the definitions, reasons and implementation of inclusive education were 
also discussed. The effect that inclusive education has on the learner with barriers to 
reading and the teacher teaching the learner in an inclusive setting, were also 
pointed out in this study.  
 
In addition, in this chapter, the need for a systems approach and how it influences 
the different systems has been clearly demonstrated. The importance of an 
Institutional-Level Support Team at school-level and the District-Based Support 
Team supporting the Institutional-Level Support Team has also been highlighted.  
 
Furthermore, the importance of using collaboration when teaching, as well as the 
concerns and support around inclusive education, Educational Support Services, 
Challenges to inclusive education were all fully discussed. 
  
According to Stofile and Green (2007:60), inclusive education is the new reality in 
South Africa, and it involves a philosophical shift, as indicated in this chapter, 
towards teachers teaching learners in an inclusive setting and performing the central 
role in the successful implementation of inclusive education. Furthermore, they 
stated that teachers are performing many roles at school. These include being a 
parent, counsellor, minister and social worker (Stofile and Green, 2007:57). 
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The reality is that the majority of teachers have not been trained for these roles.  
Many teachers do not know how to address the diverse needs of learners, but can 
learn from others who have the expertise, and are willing to share it. 
 
The onus is now on to them to demonstrate whether they are willing to learn from 
other teachers‟ experiences and expertise – and with the necessary support 
provided by the Department and other stakeholders, to make a success of inclusive 
education. 
 
The Education White Paper 6 (Special Needs Education, Building an Inclusive 
Education and Training System) outlined a twenty-year term for implementing 
inclusive education in all mainstream schools. The end of this year would be the 
ninth year of implementing inclusive education in schools all over South Africa. Major 
changes have been achieved through these policies, as mentioned in this chapter. I 
believe more schools will jump on the successful “inclusive education wagon” in the 
eleven years that still lie ahead. 
 
The next chapter will deal with the literature review on reading problems, their 
causes and manifestations.          
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CHAPTER 3 
 
READING PROBLEMS 
 
3.1 INTRODUCTION 
Learning to read allows learners who experience barriers to learning to move from 
the world of illiteracy to the world of literacy, thereby affecting their entire lives (Broun 
and Oelwein, 2007: 11 and Lewis and Ellis, 2006:1).   
 
Reading is one of the most essential acts of learning required for children, and one 
of the most important miracles that anyone can achieve in life (Lewis and Ellis, 
2006:23). In addition, Blank (2006:135) states that books hold a magical appeal for 
children, and when they are able to read a book, it is for them like winning an 
Olympic medal. Approximately forty percent of all children experience difficulty in 
learning how to read (Blank, 2006:2). Reading is complex and has different 
definitions and interpretations (Lewis and Ellis, 2006:23). 
 
In one of the studies where reading difficulties were researched, a high school junior 
said: “I would rather have a root canal than read” (Carnine, Silbert, Kame‟enui, 
Tarver and Jungjohann, 2006:4). This indicates that reading is more than just a 
scholastic problem, but it affects the learner holistically on many levels: emotional, 
social, intellectual and physical levels. 
 
In this regard, Blaunstein and Lyon (2006:8) also point out that a reading problem 
affects all learners, and those children growing up in poverty are most at risk. 
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They further argue that most learners can learn to read when they are provided with 
three things, namely: well-trained teachers, effective instructional programmes and 
strong educational leadership. Blaunstein and Lyon (2006:9) further point out, that 
we, as humans, are not genetically programmed for written language; our brains are 
not “tuned in” to reading, as opposed to the spoken language that is automatic and 
natural. Reading has to be acquired and it must be taught. 
 
In this regard, Lewis and Ellis, (2006:23) state that we read to understand written 
language, which may be referred to to as the language we see. We listen to what is 
read, in order to understand the spoken language, which may be referred to as the 
language we hear. The differences between reading and listening lie in the manner 
in which the information is processed; for example, people are naturally born to 
process the spoken word, but the written word is a cultural skill that has to be taught 
and learnt. 
 
As indicated in Chapter One (page 1, point 1.1) in many low-income urban school 
districts, the percentage of learners in the fourth grade who cannot read at basic 
level is as high as 70 percent. In addition to the 10 to 15 percent who will eventually 
drop out of school, over 70 percent will report that they struggled to learn how to 
read. In this regard, Lewis and Ellis (2006:1) and Wearmouth, Soler and Reid 
(2003:1) state that learning to read is the first stage in becoming literate. 
 
Lewis and Ellis (2006:1) further point out that reading presents opportunities for 
enjoyment; it increases our knowledge of the world – and enhances our imagination 
and creativity. The skills involved in reading can be quite complex; and different 
views exist on how children read.  
 
Poor reading skills are often the cause of poor academic performance. The ability to 
read is much more than a tool to help one function in the community. 
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Reading is a skill that carries an incredible amount of self-worth, fulfilment, dignity 
and a sense of achievement (Wearmouth, Soler and Reid, 2003:1). 
 
Furthermore, Wearmouth, Soler and Reid (2003:266) argue that the only method of 
teaching reading for some parents consist in the methods that they remember from 
their own schooldays. Some parents find it difficult to accept that looking at a picture 
book could help one in learning how to reading (Wearmouth, Soler and Reid, 
2003:1).   
  
In addition, Wearmouth, Soler and Reid (2003:322) defined reading as a “message-
gaining, problem-solving activity, which increases power and flexibility the more it is 
practised”. They further state that meaning comes from the knowledge of the world 
that readers bring forward. For example, their knowledge of language books and 
language in general, prior knowledge of the subject and their ability to reach an 
opinion, are all factors that count in the learning-to-read process. On the other hand, 
Broun and Oelwein (2007:11) define reading (from the Webster dictionary) as, “to 
look at, so as to understand the meaning of something written or printed”. 
 
Word recognition and comprehension are the two most important sub-skills in 
reading. Some of the learners with barriers to reading have difficulty in applying or 
learning word-recognition skills; others cannot remember what they read, while yet 
others have difficulty in both (Lewis and Doorlaag, 2003: 229, 233). In order to read, 
you have to be able to decode words and comprehend these words so that they can 
make sense (Blank, 20006:9). 
 
Furthermore, Ryder and Graves (2003:191) have pointed out that learners who 
experience barriers to reading might have limited background knowledge, or they 
might experience problems in using their existing knowledge. 
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Such learners often have less strategic awareness of their reading than students 
who are not experiencing any barriers to reading.  
 
In most of the intermediate classrooms, there are learners who struggle with reading; 
others who read above their grade level, and the rest who fall in between. Those 
who struggle with word study in the intermediate phase did not receive appropriate 
developmental instruction in this area in the earlier grades. 
 
Children who are experiencing difficulty in learning to read by the end of the first 
grade, begin to feel less positive about themselves than when they started school at 
the beginning of the year – with enthusiasm. In elementary and middle-school years, 
the children‟s self-esteem, as well as the motivation to learn to read, decline even 
further. They feel deprived of the ability to learn about literature, mathematics, 
history, science and social studies, because they cannot read the grade-level 
textbooks. High school learners who are experiencing difficulty in reading were also 
demotivated, and said that they hate to read because it is so difficult (Tyner and 
Green, 2005:4). 
 
In this regard, Blank (2006:12, 24) states that the current problem with reading is due 
to the incomplete and inadequate methods used by teachers – and it is not the 
children‟s fault – and blaming them should be avoided at all costs. 
 
 For learners to read, Wearmouth, Soler and Reid (2003:235) state that the following 
principles should be in place: 
 There is more than one method of teaching; and different children may need 
different approaches. 
 Literacy involves creating the correct environment in the classroom to organise 
the resources and the time available. 
 Reading with an adult who is supportive of their reading.   
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 All children need to learn to use reading strategies, like skimming and scanning, 
as well as information skills. 
 Assessment must be continuous and systematic for formative, diagnostic and 
statutory assessment because these skills should form the basis of our teaching. 
Gaskins (2005: 245) pointed out that children fall behind in reading, for many 
different reasons, and there are no quick fixes; catching up is slow, and can be 
facilitated by the implementation of research-based practices. Teachers, and not 
materials, determine success – or failure – in learning how to read.  
 
Educational policies need to be flexible to build literacy. These include the policies 
that encourage teachers to integrate reading materials from each student‟s culture 
and origin. In addition, they should also encourage creative play activities that build 
rich background knowledge, exploratory habits and form the cornerstone on which 
reading is built. 
 
In addition, the knowledge a child needs to be able to read effectively includes the 
knowledge of the world, in order to understand the text and the knowledge of how 
our language works, how the language fits together and a familiarity with many 
different syntactic structures. Children need familiarity with the forms an author uses, 
so that they can comprehend what is happening in the story. The knowledge that the 
children need to have in order to begin to read includes the conventions of print, and 
a familiarity with how a book is put together (Fink, 2006:139).Our goal as teachers 
must be to help children to become enthusiastic and self-motivated readers – 
otherwise all our efforts or knowledge will be worthless (Harrison, 2004:41). 
Common reading problems experienced by learners in the classroom and the 
remediation thereof will now be discussed. 
 
3.2 COMMON READING PROBLEMS AND THEIR REMEDIATION 
Early identification of children at-risk for reading failure together with the provision of 
comprehensive early-reading interventions can reduce the percentage of children 
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reading below the basic level in the fourth grade to 6% or less (Carnine, Silbert, 
Kame‟enui, Tarver and Jungjohann, 2006:5). 
 
In addition to the above, Haager, Dimino and Windmueller (2007:7) further state that 
children who do not acquire the basic proficiency in the early grades are likely to 
struggle with reading and other academic skills throughout their school years.If 
teachers and parents can provide early intervention in early-reading skills to 
learners, it can prevent or lessen reading problems later. 
 
Lewis and Doorlaag (2003:240) state that pupils who have a lower reading level for 
their grades often have difficulty with content subjects, since they might be unable to 
read the instructions or read them only with much effort. 
 
In this regard, Haager, Dimino and Windmueller (2007:10) recommend the following 
five key principles for implementing an effective reading intervention programme: 
 Focus on the important components of early reading, namely: phonological 
awareness, alphabetic principle, fluency with connected text, vocabulary 
development and comprehension. 
 Make use of assessment data to identify learners who need intervention, 
strategically group these learners and monitor their progress. 
 Provide systematic and explicit reading instruction during intervention. 
 Organise the classroom routine and environment. 
 Use school and classroom resource staff, such as instructional assistants or 
volunteers, to assist with such intervention. 
  
Learners who experience barriers to reading experience difficulties in discriminating 
between similar words. In this regard, Wood (2002:94) and Starrett (2007:52) both 
state that children with barriers to reading frequently confuse similar words, such as 
“can/ran/man/tan, run/fun/nun/bun, hat/bat/sat/rat, king/sing/ring/wing, 
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talk/walk”. In order to support learners in overcoming any confusion, Starrett 
(2007:53) states that these rhyming words can be introduced, by letting learners 
take part in compiling a list of rhyming words which they have learnt, rather than the 
teacher just passing the material out to the learner to learn.  
 
The teacher can, however, make a list of rhyming words for the learner to review, to 
use in creative writing or other activities, for example, when a learner has to write a 
poem using rhyming words.In this regard, it is important to note that rhyming 
develops naturally in many children through word play and songs (Haager, Dimino 
and Windmueller, 2007:11). 
 
Rhyme recognition activities will now be discussed – to involve learners in identifying 
whether or not words rhyme. 
 
3.2.1 Rhyming words 
Rhyming words are words that sounds like one another, but they may not look alike, 
for example, fish and dish or sat and mat (Coxon, 2007: 51). Phonemic awareness is 
the ability to distinguish between sounds. This means being able to match rhyming 
words, being able to tell when words end or begin with the same sounds, and to 
blend sounds together (Duffy, 2009:198).  
  
Phonemic awareness is the ability to distinguish between sounds. This means being 
able to match rhyming words, being able to tell when words end or begin with the 
same sounds, and to blend sounds together (Duffy, 2009:198). The ability to 
distinguish between rhyming and non-rhyming pairs of words is an important 
forerunner in the development of further phonic skills (Reason and Bote, 1994:34). 
Therefore, it is important for learners who experience reading difficulties to identify 
those words that rhyme in a sentence.   
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According to Haager, Dimino and Windmueller (2007:11); Carnine, Silbert, 
Kame‟enui, Tarvver, Jungjohann (2006:46); Reason and Boote (1994:35) and 
Starrett (2007:53), the following procedures can be followed to assess rhyming 
words. 
 The teacher says: “I am going to say two words. If you think these words rhyme, 
signal by putting your thumbs up; and if not, signal by putting your thumbs down.” 
“Ready? man-pan”. Learners put their thumbs up. 
 The teacher praises the group and moves on to another word pair, for example, 
man-mop. The learners put their thumbs down to show that the words are not 
rhyming. 
 The above activity can be done with pictures representing objects in rhyming 
pairs, for example the pictures of “a man” and “a pan” or “moon” and 
“spoon”. The learners have to name the objects and then find the words that 
rhyme.  
 A fun writing activity that strengthens the learners‟ spelling, called “Hink Pinks” 
or pairs of rhyming words, can also be used with the above examples to get the 
learners started with their own favorite hink pinks. The teacher then asks the 
following questions:  
 Who can make the most “hinky pinkies”? 
 Who has the funniest one? 
 Can anyone think of two-syllable rhyming words or “hinky pinkies”, such as 
double trouble? This activity can be integrated into an art lesson, where a learner 
can draw a picture of a fat cat or a fish in a dish and then write the word beneath 
it, and use it in a sentence. 
 Another rhyming activity would be to fill in the blank spaces of a nursery rhyme, 
for example, “Humpty Dumpty sat on a wall, Humpty Dumpty had a great …..” 
(fall) or Hickory Dickory dock, the mouse ran up the ….(clock). 
 
In addition, Starrett (2007:53) and Blank (2006:45) state that the following simple 
procedure can help to remediate problems with rhyming words – also known as 
phonograms: 
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 Write a known word on the board that contains one of the rhyming words, for 
example, ran. 
 The learners first pronounce the word, spell it and then use it in a sentence.  
 The teacher erases the original initial consonant and substitutes it with another 
consonant, for example m.  
 The teacher asks the learners for another word that rhymes with ran and man 
and writes it on the board. The learners have to use the word in a sentence and 
add it to the lists they are compiling. 
 The steps are repeated, until the learners cannot add any more new words. If the 
list is short, the teacher might suggest a word or two more. 
 The learners have to save this list for spelling, writing and review purposes. 
 
Vowel digraphs can also be confusing and will now be discussed.  
 
3.2.2 Vowel Digraphs 
According to Starrett (2007:24); Lewis and Elllis (2006:30-31); Coxon (2007:24) and 
Greve (2007:203), the different spellings for the same vowel sound can be confusing 
at times for readers and writers. Examples of the vowel digraphs for the long a are 
ai in “maid” and ay in “say”, for the long e in keep and “ea” in reach, for the long i are 
the ie in “tried” and the y in “sky” and for the long o are the oa in “boat”, the oe in 
“toe” and the ow in “show”.  
 
The following activity can be followed to help learners who are experiencing 
difficulties in vowel digraphs (Starrett, 2007:82); Coxon (2007:24) and Broun and 
Oelwein (2007:120): 
 The teacher plays word detective by giving the learners a chance to find vowel 
digraphs in one of their textbooks and make a list of them. 
 The learners are asked to find words that contain vowel digraphs out of the family 
newspaper. Their parents can help them if they want to. 
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 The learners must make a list of the words they have found and bring it to the 
school the next day to share with the class. 
 The class can then make a general list and illustrate the words with pictures. 
 The illustrated list can be displayed on the classroom wall or added to learners‟ 
personalized alphabet book.    
  
Another way for learners to remember the “ea” sound in steak, heart or learn, is to 
repeat the sentence: “Eat more bread than steak”. The spelling of the ea digraphs, 
one has to memorize, but can be practised in groups of words with the same sound 
(Greve, 2007:209). 
 
3.2.3 Silent letters 
A silent letter is a letter that appears in a word even though you cannot hear the 
sound of the letter when you say the word (Greve, 2007:250). 
 
According to Starrett (2007:24, 62) and Bursuck and Damer (2007:141), silent 
letters confuse and misdirect reading and spelling, and they are difficult for many 
learners to distinguish, but they do have a certain consistency and order about them. 
Examples are the silent a in head and deaf, the silent b in bomb and lamb, the silent 
d in fudge and hedge, the silent gh in fight and sight, the silent k in knock and knit, 
the silent l in half and calm, the silent h in hour and ghost, the silent t in often and 
castle and the silent w in write and wrist, the silent e in make and like.  
 
When the learners who experience barriers to reading need to write the silent letter 
words down, they sometimes find it difficult to decode and spell these words (Greve, 
2007:250). 
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In addition, Starrett (2007:62) and Reason and Boote (1994:120) have stated that 
this word detective activity will make the learners more aware of the silent letters in 
words and their frequency in print: 
 Learners must find out how many silent letters occur in a particular story or 
article. 
 The learners must read and write out the words that they find and then categorise 
them, according to similarities in spelling. 
 Leave a space on the board for silent consonants, for example w in write. The 
learners can whenever they come upon a word with a silent letter that day, go to 
the board and write it in the space provided. Another activity would be to read the 
words from the word bank and then read the sentences. Choose the correct word 
from the word bank to fit the sentence (Greve, 2007:252). 
  
In addition, the following activity can be use to help with the silent e (Haager, Domino 
and Windmueller, 2007:162-163): 
 The teacher asks the learner to say and put down one letter of each sound in the 
word, for example, name.  
 The teacher asks which silent letter goes at the end of the word. The learner 
answers    e. 
  What does the silent e do to the first vowel? The learner answers that it makes 
the a sound longer when you say it. 
 The same procedure can be followed for more words. If possible let learners 
add, delete or substitute letters to spell new words.  
       
Reading is all about learning to comprehend what has been read. Learners who 
experience barriers to reading sometimes experience comprehension problems. One 
of the primary ways to assess learners‟ reading skills is through comprehension 
(Bursack and Damer, 2007:142). 
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3.2.4 Comprehension efficiency 
Carnine, Silbert, Kame‟enui, Tarver and Jungjohann (2006:6) further state that 
vocabulary is very important in reading comprehension, since readers cannot read 
with understanding without knowing what most of the words mean.  
 
Poor readers are sometimes inefficient in reading because they have been taught to 
look carefully at each word, and this results in poor comprehension, because the 
readers are so focused on individual words that they forget what they have read 
before, and this has to be re-read in order to get any understanding (Broun and 
Oelwein, 2007: 12). 
 
Bursack and Damer (2007:255); Broun and Oelwein (2007:89) and Carnine, Silbert, 
Kame‟enui, Tarver and Jungjohann (2006:4,221) state that poor readers are far 
behind in vocabulary development and in the strategies for understanding what they 
read. They further state that learning information about a topic before reading the 
story influences comprehension. The learners need at times this “prior knowledge” 
that prepares them for a better understanding and appreciation of upcoming stories 
or passages. The teacher can talk about the happy, sad, exciting and scary parts of 
the story. 
 
According to Wearmouth, Soler and Reid (2002:237), one theory for poor 
comprehension suggests that accurate word recognition is not sufficient for efficient 
comprehension, but words must also be recognized quickly and automatically. 
Wearmouth, Soler and Reid (2003:248) further state that comprehension of text is a 
particular area of difficulty for some learners. Many learners who experience barriers 
to reading will never move past the fourth grade, unless they receive explicit 
instruction in using comprehension strategies (Bursuck and Damer, 2007: 261). 
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Duffy (2009:156-157); Mckennna and Stahl (2009:172-173); Haager, Dimino and 
Windmueller (2007:262-264); Broun and Oelwein (2007: 99-100); Carnine, Silbert, 
Kame‟enui, Tarver and Jungjohann (2006:214-216); Tyner and Green (2005:68-69) 
and Rhyder and Graves (2003:147) all recommend the following techniques to 
increase the instructional efficiency of comprehension and to determine the 
learners‟ comprehension abilities. 
 Select a story in which the sentence structure, vocabulary demands and 
background knowledge are needed in order to understand the story. 
 Preview the story to determine the vocabulary, figurative language or the 
background knowledge that the learners need to understand the story. 
 Highlight these concepts, ideas or information.   
 Read the story a few times. During the readings, incorporate a variety of 
questions, and ask the learners to make predictions.  
 Teach learners how to describe what happened in the beginning, middle, and end 
of a story over an extended period, by making use of the listen, read and discuss 
method.  
 The teacher reads the beginning of the story again, and then asks questions 
about it. For example: Who was the story about? (character). Where does this 
story take place? (setting). What happened to____? or what was ____ trying to 
do? (problem). 
 The teacher summarizes what happened at the beginning of the story. The 
learners are now asked to recite what happened at the beginning of the story, 
including information about the character, setting and problem. If the learner 
leaves out any important information, the teacher can ask a question to recall the 
information.  
 The teacher then reads the middle of the story, and follows the same basic 
procedure of asking questions, summarizing the information, and then asks a few 
learners to retell these events. The same procedure is followed after reading the 
end of the story. 
 The teacher now asks the following questions: What happened at the beginning 
of the story? What happened in the middle of the story? What happened at the 
end of the story? 
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 Simple story maps with boxes to indicate the sequence of story events can be 
use by the learner and teacher.  
 Example of a story map. 
 
 
 
   
To comprehend successfully sometimes means to be able to read fluently. 
 
 3.2.5 Fluency 
Reading fluency is the ability to read a text accurately, quickly and with expression. 
Learners who read word-by-word are so focused on getting the words right, that they 
are unable to focus their energy on finding out what the text actually means (Duffy, 
2009:223); (Mckenna and Stahl, 2009:148) and (Bursuck and Damer, 2007:8). 
Learners who struggle to read often experience difficulties in fluency, and without 
fluency their ability to comprehend is compromised (Gaskins, 2005:155). Fluent 
reading is an important milestone in reading development. This might be because 
word-by-word reading does not provide any personal fulfilment (Allingtton, 
2006:107).  
 
The struggling reader might come to school with adequate general language ability, 
but with cognitive weaknesses that are limited to a literacy-related skill. The reader‟s 
primary problem in learning to read involves learning to translate from the printed 
page to oral language. Such learners experience difficulties in accurately and fluently 
reading printed words (Carnine, Silbert, Kame‟enui, Tarver and Jungjohann, 2006:3). 
 
A lack of fluency may be defined as reading in a slow halting pace, frequent 
mistakes made by the learner, as well as poor phrasing and inadequate expressions. 
Beginning Middle End 
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If the readers cannot read the words in a given text automatically and with 
expression, then they cannot focus on the meaning of the text. The goal of reading is 
to understand and learn from the text (Tyner and Green, 2005:8; Rasinski, 
Blachowicz and Lems, 2006:65; and Haager, Dimino and Windmueller, 2007:13). 
Furthermore, Tyner and Green (2005:40) argue that evolving readers generally lack 
the fluency needed to comprehend the text. 
  
Carnine, Silbert, Kame‟enui, Tarver and Jungjohann (2006:6), further argue that 
despite the importance of fluency as a component of skilled reading, it is often 
neglected in the classroom by the teacher who is listening to the reader experiencing 
difficulty with reading. 
 
In addition to the above, Rasinski, Blachowicz and Lems (2006:46) state that the 
following factors have an impact on a child‟s ability to read fluently: 
 The degree of speed with which sighted words can be processed. 
 Speed of processes that are needed to recognise new words. 
 Use of context to increase word identification. 
 Speed with which word meanings are identified. 
 The quantity of words in a text that are identified as having the correct spelling. 
 Inexperienced teachers often tolerate less-fluent reading than experienced and 
effective teachers (Rasinski, Blachowicz and Lems, 2006:276). 
 
Carnine, Silbert, Kame‟enui, Tarver and Jungjohann (2006:171) and Haager, Dimino 
and Windmueller (2007:13) and Johnson (2006:70) further state that fluency is the 
ability to read a text accurately and quickly. Fluent readers recognise words 
automatically, group words quickly – to help them gain meaning from what they read; 
they read aloud without any effort and with expression. 
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When learners can read with expression they pause at times and at punctuation 
marks, divide the text into meaningful chunks, emphasise the appropriate words, 
reading quotations and reflect the mood of the character speaking. 
 
In this regard, Dally, Chafouleas and Skinner (2005:74) further point out the reason 
why fluency is so important is because building fluency can be a rewarding 
experience and could increase the opportunities that learners will choose to read on 
their own. Building fluency can make reading less effortful and less frustrating for 
learners. Teaching fluency can improve the learners‟ reading (Bursuck and Damer, 
2007:8).  
   
In this regard, the following method can be use to assess fluency (Carnine, Silbert, 
Kame‟enui, Tarver and Jungjohann 2006:175; and Dally, Chafouleas and Skinner, 
2005: 33,135).  
 The teacher times the learner for one minute and notes any errors the learner 
makes while reading.  
 Words read correctly in one minute and the percent of total words read correctly 
are recorded. 
 If the learner reads 53 words and reads 51 words correctly, the learner‟s 
accuracy percentage would be 96%.   
 Errors of repetitions and correcting oneself are not counted errors. 
 Errors of misidentifications, word substitutions, omissions and hesitations (after 
3 seconds tell the learner the correct word) are counted as errors. 
 For each reading, the teacher records the date, the passage read, the number 
of words read correctly, the number of errors made and the percentage 
accuracy. The learners‟ reading rate can be put on a graph. 
 
An example of an individual Reading Rate Record Form:  
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Learner’s Name__________  Class__________ 
 
Record of Performances 
 
       
 
 
 
 
 Psg. =Passage WRC= Words read correctly Err. = Errors % = Percent correct 
           (Carnine, Silbert, Kame‟enui, Tarver and Jungjohann, 2006:174) 
 
In addition, Carnine, Silbert, Kame‟enui, Tarver and Jungjohann (2006:179) 
recommend the following steps that teachers can use to encourage home reading, 
which can also help to improve fluency in reading: 
 The teacher explains the importance of extra reading to the parent, and asks the 
parent to fit in daily a minimum of 5 minutes, in which the child has to read a 
hundred-word passage taken from a book three times to the parent. 
 The teacher can send books on the learner‟s individual level home, so that the 
child can read silently or to the parent. 
 The parent writes down each day how many minutes the child has read. The 
learner brings the calendar once a week to school on a specific day given by the 
teacher. 
 To motivate the learners, the teacher can put the minutes read by each individual 
on a chart. 
Date          
Psg          
WRC          
Err          
%          
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 A goal with a special event can be planned. For example, “When the class 
reached the 10,000 minutes at home, the class can have a free fun period 
outside the class, as a special award.” 
 Individual motivation systems might be needed for some children. 
 The following activities can help when practising fluency in the classroom. The 
teacher tapes one letter on a plastic bottle (using a few plastic bottles). The 
learners use bean bags to knock over the bottles. One point is earned for 
knocking over a bottle, one point for naming the letter, one point for saying a 
word that starts with a particular letter (Broun and Oelwein, 2007:110-111). 
 
Furthermore, Mckenna and Stahl (2009:154-155); Allington (2006:99-100); and 
Mckenna (2002:28) suggests the following instructional strategies that might help 
develop oral fluency: The learners get individual roles which they rehearse by 
reading the lines over and over again. They read these lines aloud in the class. The 
learners can also make use of echo reading, where the learner repeats what the 
teacher reads aloud, for example, a sentence or a phrase at a time.  
 
In addition to the above-mentioned, Bursuck and Damer (2007:314) suggest the 
following activity to improve fluency:   
 The teacher asks individual learners to read one to three sentences of the story. 
 The other learners follow with their fingers. 
 When the learners make an error, let the learners read several more words, then 
say “stop”. By waiting, the learners are given a chance to correct themselves.      
 Point out the errors the learners have made, and indicate which mistake was 
made, for example, they might have misidentified a word, or skipped a line.     
 The teacher can use the list of story errors for extra word reading practice, 
 
3.2.6 Word-by-word reading  
Some learners come to school and only have a few books read to them; and this 
might have a negative effect on their fluency development.  
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Some of these learners read word-by-word and this limits their rate of reading, and 
sometimes has a negative effect on their comprehension (Allington, 2006:92). 
  
Furthermore, when learners read word-by-word, it also affects their enjoyment, 
motivation to practice reading during individual reading time and their word-solving 
skills (Johnson, 2006:51).  
 
Word-by-word reading is a common problem in reading and it shows a lack of 
fluency in reading. The learner pauses after each word and does not allow the words 
to flow as they would in a conversation. The teacher can determine which factors are 
causing the word-by-word reading by following these steps: 
 Give the learner something to read at a lower reading level. If the learner 
continues to read poorly, it may be assumed that the learner has poor efficiency 
skills. 
 If the learner immediately improves, either decoding or comprehension can be 
considered to be the problem.  
 Ask the learner questions about the material that was read word-by-word. If the 
learner cannot answer 75% of the questions correctly, the learner may be having 
comprehension problems (Ekwall and Shanker, 1993:7). 
 
According to Johnson (2006:52), the following instructions can be followed when 
learners experience difficulty with word-by-word reading: 
 The teacher asks one learner to read, and when the learner reads word-by-word, 
the teacher stops the learner for a minute and says, “I notice that you sound very 
choppy when you read the sentence”. The teacher then reads the sentence the 
same way that the learner did. 
 The teacher smiles and read the sentence again, but this time smoothly and not 
word-by-word.  
 The teacher asks the learner to try and read the sentence the same way, 
smoothly and not so choppily. 
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 The learner then has to move to the next sentence, and the same procedure is 
followed, if the learner makes the same mistake, then the process is repeated 
until they have finished the text.   
 
Pair reading can assist a learner who struggles with reading fluency. 
 
3.2.7 Paired reading 
Paired reading can be shared between two peers, or an adult and a child, who read 
orally to each other (Weaver, 2002:228). Paired repeated reading means that they 
read the same material to each other. For example, a stronger reader reads a 
sentence to a weaker learner, and then the weaker learner reads the same sentence 
back to the stronger learner. 
 
At the same time, this type of paired reading assists the weaker learners to read 
more fluently and lets them feel good about themselves (McKenna and Stahl, 
2009:157; and McKenna, 2002:26).  
 
McKenna and Stahl (2009:156); Haager, Dimino and Windmueller (2007:229); 
Richardson, Morgan and Fleener (2006:392); and Gaskins (2005:182) further 
recommend the following paired reading steps to increase reading fluency and 
accuracy: 
 The teacher gives an instructional passage to both partners to prepare. 
  These two partners decide by themselves who is going to read first and who is 
going to read second.  
 The first reader reads the instructional passage for one minute, while the partner 
listens and reads silently.  
 The partner can give positive feedback or suggestions to the first reader, for 
example, “Good reading” or “Read a little more slowly, so that you can make sure 
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you read the correct word.” Or, he/she give clues to help the other reader 
recognise the word.  
 The first reader reads the same instructional passage for one minute, while the 
partner listens and reads the same passage silently. 
 The partner can then give positive feedback or suggestions to the second reader. 
 The first reader reads the same passage for the third time, while the partner 
listens and reads silently. 
 This procedure is repeated, but with the partner as the reader the second time. 
 On the fifth day, learners can spend about 15 minutes reading with a partner from 
their predictable rhyme or language-experience books. 
 
Furthermore, learners also enjoy the following activity that also increases fluency; 
but instead of reading sentences, they just read words. The first learner reads the 
first word in a sentence; the second learner reads the second word, the first learner 
reads the third word and they continue until the story ends (Bursuck and Damer, 
2007:191). 
 
Paired reading can also be done with the teacher. Allington (2006:97-98) 
recommends the following basic procedure. The teacher has a brief discussion on 
the title of the story they are preparing to read. The teacher and the learner then 
read aloud together, until the learner gives a signal that he or she wants to continue 
the reading on their own – without any support from the teacher. If the learner 
misreads, the teacher waits until the end of the sentence to correct the learner. This 
technique provides the readers with an opportunity to correct themselves. 
 
If the learner still fails to correct the mistakes, the teacher will ask the learner to read 
it again. If the learner still fails to correct the mistakes made while reading, the 
teacher gives the correct pronounciation of the word, and then starts to read with the 
learner out loud.  
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Haager, Dimino and Windmueller (2007:222) recommend the following procedure for 
pairing students for fluency of reading: 
 Rank learners according to their reading fluency. 
 Split the class list in half. 
 Pair the top-ranked learner in the top half (TH) with the top-ranked learner in the 
bottom half (BH). Follow the same procedure for the two learners who are second 
from the top in each half. 
 Continue this process until all the learners have partners. 
Top Half                                                Bottom Half 
Top-ranked learner in TH                      Top-ranked learner in BH 
Second-ranked learner in TH                Second-ranked learner in BH 
Third-ranked learner in TH                    Third-ranked learner in BH  
 
Once learners can read fluently, it is important to help them to read with expression, 
since this can also enhance their reading comprehension. 
 
3.2.8 Reading with expression 
Carnine, Silbert, Kame‟enui, Tarver and Jungjohann (2006:172) recommend the 
following procedure that can help the learner to read with expression. 
 The teacher reads a sentence, and then the learners must read it together 
several times in the same way with all the necessary expressions that the teacher 
used. 
 Learners are instructed to keep their fingers on the first word in the sentence and 
follow along with their eyes as the teacher reads. (Pointing to the first word 
enables the learners to quickly find the beginning of the sentence when it is their 
turn to read.) 
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 The teacher then asks a few individuals to read the sentence with expression. 
When the learner can read the first sentence with expression, the teacher adds a 
second sentence to the sequence. 
 The teacher reads the first and second sentence together, and then asks the 
group and the individuals to read with expression from the beginning. 
  This procedure of adding a sentence is repeated for each new sentence, so that 
the learners can read a sequence of sentences at the end of the lesson.  
 The learners can also practise reading with expression together in pairs. 
 
 
When reading aloud, reading with expression and the reading rate go hand-in-hand. 
The reading rate and comprehension are very important in silent reading. Therefore, 
it is important to discuss the reading rate. 
 
 3.2.9 The reading rate 
The reading rate refers to the speed at which a learner reads a passage. This is 
usually expressed in words per minute. The desired reading rate for the instructional 
level for fourth graders and higher is 150 words per minute (Carnine, Silbert, 
Kame‟enui, Tarver and Jungjohann, 2006:172). In addition, Haager, Dimino and 
Windmeuller (20007:400) suggest the following strategies for ascertaining the 
reading rate: 
 
The teacher informs the learner of all the steps that will be followed; for example, the 
timer will be set for one minute, the learner have to read the text for one minute, 
while the teacher will mark the stopping point on her copy of the text at the end of the 
minute. The teacher will record the number of words read correctly on the learner‟s 
fluency card. The learner repeats the reading until he or she can read it without 
errors. The teacher then records the number of words read correctly per minute on 
the child‟s fluency graph. Paired reading can also be used to support learners in 
increasing their reading rates. This can be done by pairing slower readers with 
readers that read faster.  
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Carnine, Silbert, Kame‟enui, Tarver and Jungjohann, (2006:172-173) further 
recommend that frequent Oral Reading Fluency (ORF) checks which measure rate 
and accuracy during the primary stage should be given. Learners who are reading 
significantly below the grade level should be tested weekly.Learners who are reading 
somewhat below grade level should be tested at least every second week. Those 
learners who are reading on or above grade level can be tested monthly. 
 
According to Richardson, Morgan and Fleener (2006:264-265), the following 
exercises to practise reading speed are: The teacher gives the learner a three 
centimetre card to push, while they are reading a story or chapter – so quickly that 
they cannot absorb all the information on the page. The learner has to close the 
book and write down what they have read; after the first reading this is usually only 
two to three words. The learner repeats the procedure two to four times, until more 
information can be given. As a variation, the learners can be asked to form groups, 
where each individual can discuss what they have remembered, instead of writing 
the information down. 
 
Word racing is another activity that can be use to improve the reading rate of a 
learner. Divide learners into pairs and give each pair a word table and a sand timer 
that can be flipped over for one minute. The teacher gives the instruction: “Go!” Then 
one learner in the pair flips the timer and the other one will begin reading all the 
words. If the learner misses a word, the partner will ask him or her to sound out the 
word and try again to read all the words in one minute (Bursuck and Damer, 
2007:161). 
          
3.2.10 Blending sounds and segmenting 
Blending is the ability to say a spoken word when its phonemes are said slowly. A 
learner who can blend can say mash after the teacher slowly says the individual 
sounds /m/a/sh/. 
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Learners can read unfamiliar text by combining single sounds into new words, 
through blending (Bursack and Damer, 2007:6; Coxon, 2007:23; Haager, Dimino and 
Windmueller, 2007:85; and Gaskins, 2005:156).  
 
The following procedures are recommended for learners to practise blending:  
 Hold up the flashcard with ma printed on it and say it to the learner by sliding 
your fingers underneath the word.  
 Ask the learner to say ma. Repeat steps one and two with sa and then with ca. 
 Show the learner a flashcard with ma t printed on it with a space between the a 
and the t. Ask the learner to say ma t.  
 Show the word mat without any breaks between any letters. 
 Ask the learner to say the word mat. If the learner can say the word correctly and 
smoothly, this means he or she can decode a word.  
 A variation can be practised by giving five cards to each learner, making sure that 
there are two cards of the same picture. Each learner gets a turn to ask the 
partner next to him/her: “Do you for example have /d/o/g/?” (saying the sounds in 
the word). If not, the person next to them will say “Go fish” then a card gets 
picked up from the deck in front of them (McKenna and Stahl, 2009:113; Haager, 
Dimino and Windmueller, 2007:104; and Greve, 2007:47). 
  
Carnine, Silbert, Kame‟enui, Tarver and Junjohann (2006:46, 48, 51); Bursack and 
Damer (2007:45); and Reason and Boote (1994:88) maintain that there is not 
enough emphasis on blending, segmenting and teaching demonstrations for those 
skills which are not clear. They further recommend the following methods when 
teaching blending and segmenting, because it provides practice in linking blended 
sounds into words and prepares learners for sounding-out exercises that require 
blending: 
 The teacher selects a list of words. Learners shouldn‟t see the words; this is an 
auditory skill. 
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 The teacher teaches blending by saying a word slowly, holding continuous 
sounds for approximately one to two seconds, and not pausing between the 
sounds. The teacher then asks the learner to say the word.  
 If the learners make a mistake, tell them immediately the correct word. The 
teacher says the blended sounds of the word again slowly, so that the learners 
can hear the phonemes, and then asks the learners to say the correct word. 
 The learners follow by saying the words slowly without stopping between the 
sounds. The teacher signals by holding up successive fingers for each sound. . 
This signalling procedure will help with keeping the learners answering together, 
and not ahead of each other. 
 If the learners stop between the sounds, tell them to keep their “motors running”. 
Ask the learner to say the word slowly with you several times, until it is firmly 
understood. Provide the model again and have them do it by themselves. 
 
According to Carnine, Silbert, Kame‟enui, Tarver and Jungjohan (2006:39), most 
learners make the following three types of mistakes when blending sounds to form a 
word. 
 Leaving out a sound. The teacher say “sssaaad,” but the child leaves off the 
final consonant saying “sa”. 
 Mispronouncing a sound. The teacher says “ssseeelll”, but the child say “sil”. 
 Saying the word slowly (imitating the teacher). 
 
Carnine, Silbert, Kame‟enui, Tarver and Jungjohan (2006:39) and Bursuck and 
Damer (2007:303) present the following correction procedure, which is the same 
for all three types of mistakes mentioned above: 
 The teacher says the word “Ssssaaaad.” The learner says “Sid” instead of “Sad.” 
 The teacher says the correct answer, “Sad.” 
 The teacher models the entire task: “My turn”. Ssssaaaad. What word?”sad.  
 The teacher takes the lead: “Do it with me.” Ssssaaaad. What word?” (Signal) 
“Sad” (Teacher says “Sad” with the learners.) 
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 The teacher tests: the learner only responds. “Your turn. (Pause) Ssssaaaad. 
The teacher returns to the first word in format: “Let‟s see if you can do all the 
words without making any mistake.” For example: “sell, if, rat, am, fit”.  
 Praise the learner who got the answers right; this motivates other learners and 
keeps the lesson positive.  
   
For a learner who experiences reading-problem barriers, segmenting a word could 
be problematic. 
Carnine, Silbert, Kame‟enu, Tarver and Jungjohann (2006:40) state that learners 
make the following three types of common mistakes when segmenting a word: 
 Not saying the sound correctly, pausing between sounds and not switching the 
sounds when the teacher signals for the students to say the next sound.  
 
In addition, Haager, Dimino and Windmueller (2007:11) and Bursack and Damer 
(2007:5-6), further pointed out that syllable awareness occurs when learners 
segment or blend words orally into syllables. Syllable segmenting involves hearing 
the syllables in words, for example clapping the words or names: Gregory‟s name 
will be clapped: Gre go ry. Syllable blending will be when the teacher say the word 
in a segmented form, the learner can say the whole word.  
 
Furthermore, the ability to break sentences into individual words represents word 
awareness; for example: The learners may stamp their feet to separate a sentence 
into word components: This   is   an   interesting   book (Haager, Dimino and 
Windmueller, 2007:11). 
 
For the remediation of this problem, Carnine, Silbert, Kame‟enui, Tarver and 
Jungjohann (2006:42) recommend the following correction sequence for 
mispronouncing words: 
 The learner says “Nnnuuu instead of “Nnnooot”. 
130 
 
 The teacher stops the learner when hearing the sound “uuu.” 
 The teacher says the correct sound, “Ooooo”. 
 The teacher emphasises the sound the learner said incorrectly: “ Nnnooot.” 
 The teacher leads: “Listen. ‟Nnnnooot‟. Say it with me. Get ready. (Signal.) 
Nnnooot.” (Teacher says “Nnnooot” with learners) 
 The teacher tests: “Your turn Listen. Nnnooot. Say it slowly. Get ready.” (Signal.) 
Nnnooot. 
 Follow the same correction procedure with a different word. 
 
To pronounce means to utter a word or sound in a particular way. A syllable is a 
word or part of a word that is pronounced with a single uninterrupted vowel sound 
(Greve, 2007:159-160). Children need to know how to divide unfamiliar words 
mentally into syllables in order to pronounce them, if they need more progress in 
reading (Starrett, 2007:88). 
 
The correction procedure for learners pausing between sounds is basically the 
same as for mispronounced words (above), except that the teacher does not have 
to say a missed sound. 
 The teacher tells the learners not to stop between sounds. 
 The teacher then models, leads, tests and returns to the first word. 
 The teacher leads the learners until it appears that the learners have responded 
twice in a row correctly, and then goes on to the test step (Carnine, Silbert, 
Kame‟enu, Tarver and Jungjohann, 2006:42). 
 
Carnine, Silbert, Kame‟enu, Tarver and Jungjohann (2006:42) state that the 
correction procedure for learners who fail to switch sounds when the teacher signals 
would be the following:The teacher first praises the learners who followed the 
signal.Then the teacher models, leads and tests as shown above. 
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3.2.11 The confusion error 
Reading is also a visual task. Learners who lack the ability to visually differentiate 
between similar forms, will look at letters such as b, d and p, but would not be able 
to see the difference. The key to print detail is to look for differences, not similarities 
(Duffy, 2009:187, 225). 
 
The more similar two letters are, the more likely it is that the learners will confuse 
them. Auditory similarity, how alike the most common sounds of two letters are and 
visual similarity, how alike the appearance of two letters is, are the two factors that 
are probably the most confusing.The following sounds are auditorily similar: f and 
v, t and d, b and d, b and p, k and g, m and n, I and e, and o and u. The following 
letters are visually similar: b and d, b and p, q and p, n and m, h and n, v and w, n 
and r.  
 
Three types of errors may occur when reading letter sounds, namely: a confusion 
error (saying the sound for a different letter), a pronunciation error, (saying a sound 
in a distorted manner) and a signal error (not beginning the response when the 
signal is given) (Carnine, Silbert, Kame‟enui, Tarver and Jungjohann, 2006: 65, 73; 
and Bursuck and Damer, 2007:16).  
   
In a confusing error, a learner might say the sound m for the letter n. The teacher 
would do the following:  
 Model the correct sound “Listen: Mmm.” 
 Test the learner on the missed letter; take turns between it and other previously 
identified letters that have been correctly identified. If the student said n for the 
letter m, the letter n would not appear in the follow-up lesson for m. The teacher 
gradually increases the number of review letters that are included.  
 The teacher continues to alternate between the missed letter and familiar letters, 
until the learners can identify the missed letter correctly, after at least three other 
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letters are tested prior to the missed letter. Example: first a test on m, then an 
alternating pattern of a, m, s, I, r, f, g, m. 
 Re-test learners later in the lesson who have made errors on m by pointing to m 
and asking, “What sound?” If the learner says the wrong sound, the teacher 
should repeat the procedure of the first two sentences (Carnine, Silbert, 
Kame‟enui, Tarver and Jungjohann, 2006:74). 
 
According to Duffy (2009:189-190), and Grove and Hauptfleisch (1982:190-192), the 
following activities can help when learners confuse, for example the b and d or m 
and n. 
Wall chart:    
  
                                                                                 
                 bed                                                         deb 
 
 
The teacher explains the following to the learners who are confusing the b and d: 
 The word bed begins with the b-sound and ends with the d-sound. 
 The vertical lines of b and d form the posts of the bed so that he can be 
comfortable. 
 The teacher points to the wall chart deb to show how uncomfortable it is to lie on 
this bed if the b and d are changed around. The learner should now remember 
that bed starts with a b-sound and ends with a d-sound. 
 Before reading or writing a few words containing b and d, the learner should look 
at the wall chart to confirm what was previously taught (the difference between 
the b and d). 
  Build words with b and d. For example: Build words beginning with a b, 
beginning with d, ending in a d and words beginning with a b and ending in d.   
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 The following activities can help to remediate confusion of letters that sound or 
look alike. 
  
The same activity can also be followed, for example, with the m and n or f and v, to 
remediate these confusing letters. 
Ring the words that start with the same letter as the letter in the frame. 
b bay     dog        back         by   
 
d door    beat      den          bean 
 
b boy      bad       dam         bed   
 
d dad      bin        duck        dim 
 
 
 
Ring all the d’s or the b’s: 
 
 
 
 
b  d  q  d  q  b  q  d  p   
 
 p  d  b  q  p  q  d  b  b   
p  q  b  q  p  q  d  b  b   
p  b  b  q  p  q  d  b  b   
p p  b  q p q  d b b   
 
b  d  q  d  q  b  q  d  p   
p  d  b  q  p  q  d  b  b   
q  b  p  b  d  p  q  p  q   
d  p  d  q  d  q  q  d  p  d  
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The same activities can be used when learners confuse the following letters: m and 
n, f and v, b and p, w and v, n and r, h and n, p and q. 
The dice game can also be played to remediate these words that sound the same or 
can be confusing. For example: The learner throws the dice, and then has to say the 
letter it lands on. 
 
       
The                       game 
 
3.2.12 The mispronunciation error 
Mispronunciation of words can cause miscommunication in reading; therefore, this 
should be corrected. Guth and Petttengill (2005:157, 175) demonstrate how braking 
up a word, called “chunking”, can help with the pronounciation and meaning of the 
word by following these steps: 
 The teacher writes, for example, the word reconstruction = re con struc tion on 
the board. 
 The teacher explains that the word reconstruction can be chunked up. The 
teacher claps and says the word. The learners then have to say and clap the 
chunking word re con struc tion. 
 The teacher explains what the word means, for example: re means again, 
construction means building….. reconstruction means “to build again”. 
 The same procedure can be followed, until the learners get the pronunciation of 
the word right.    
 The teacher then moves on to the next word in the paragraph, for example: 
misinterpreted = mis in ter prêt ed. The teacher claps and says the word, and the 
learners follow. The teacher then explains the meaning of the word: mis means 
wrong, interpret means understand, ed is the past tense….. misinterpret 
means “understood wrong”.   
 
F 
V 
V 
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In addition to the above, Carnine, Silbert, Kame‟enui, Tarver and Jungjohann 
(2006:74-75) point out that the correction for a mispronunciation error is similar 
to that of a confusion error. When a learner mispronounces a sound, the teacher 
does the following: 
 The teacher starts off by saying the correct sound. “Listen: Mmmmm.” 
 Leads, saying the correct sound with the learner. The teacher checks to see if the 
lips and tongue of the learner who made the mistake are correctly positioned. If 
not, the teacher says: “Watch my mouth when I say the sound.” The teacher says 
the sound and watches the learner‟s eyes to see if the learner is listening. 
 The teacher leads, when the learner mispronounces the sound. “Listen Mmmm. 
Say it.” “Mmmm.” The teacher responds to the learner, by saying the sound 
together with the learner: “Mmmm”. This sequence is repeated until the learner 
makes two correct responses. 
 Tests, alternating between the missed letter and other letters, using the same 
pattern as for confusing letters or errors. 
 
 
In addition, Allington (2006:98-99) recommends the following procedures when the 
learners mispronounce words: 
 Learners can record their own reading by turning the audiotape on when they 
start reading aloud from a text.  
 After their first reading, they replay the recorder, follow along with the text, listen 
and underline all their mispronounced words.   
 Learners reread and record the text for the second time; follow the same 
procedure, but underline the mispronounced words with an ink pen. 
 
Rereading produces fewer mispronounced words and more fluency. While the error 
marking makes the mistakes more visible to the learner to correct them when 
rereading.  
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3.2.13 The signal error 
According to Carnine, Silbert, Kame‟enui, Tarver and Jungjohann (2006:76), in a 
signal error, the learners do not begin or end their responses when the teacher 
signals. The following correction procedure has to be followed: 
 The first step is to praise a learner who has followed the signal, model and lead . 
 The teacher points to the letter. “Say the sound when I “bang” against the board. 
 The teacher can train learners to follow signals by changing the interval for 
holding a sound. For example, the teacher might touch under the letter for 3 
seconds the first time, then one second and finally two seconds. The purpose is 
to show the learners that they should hold the sound for as long as the teacher 
points to the letter, but not for some fixed interval.  
 If the learner, after the first week of instruction, is still making frequent signal 
errors, this learner should be tested individually by the teacher. 
 
According to Carnine, Silbert, Kame‟enui, Tarver and Jungjohann (2006:101), there 
are two types of errors that occur in sight-reading exercises: a signal error, in which 
the learner does not respond to the signal the teacher gives, and a misidentification 
error, in which the learner makes an incorrect response.The learner‟s who has 
difficulty pronouncing a word correctly, while reading a text, is having a common 
reading problem, called poor pronunciation skills. 
The following errors are common, while reading a passage or a story (McKenna and 
Stahl, 2009:48; Carnine, Silbert, Kame‟enui, Tarver and Jungjohann, 2006:167; and 
Weaver, 2002:122-125).  
 Misidentification or substitution, the printed word is replaced with another , 
“mark” for march, “mother” for mom. 
 Hesitation, the learner is unable to identify the word within a reasonable amount 
of time (3 to 5 seconds). 
 Reversal, the order of the printed words is changed. The learner says “said he”, 
instead of “he said”. 
 Omission, the learner leaves out the word during the oral reading. “He ….. 
cried”. 
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 Insertion, the learner adds a word or a phrase. “She (had) said”. 
 Lost place, the learner has lost his or her place while reading…went home. He 
was… 
 
The following is a possible system for recording different types of decoding 
errors for struggling and at-risk readers: 
Type of Decoding Error Notation 
Misidentification or word substitution  
(Learner decodes word incorrectly). Slash through the word 
and write the word the learner said:  
march      mom 
mark       mother 
Hesitation (learner is unable to identify the word within a 
reasonable amount of time. Slash through the word and mark 
H over the word. 
          H 
         left 
Reversal (learner says “said he” for “he said”) Mark the 
transposed part with a loop.  
       he said 
Omission (learner leaves out a word). Circle the omitted 
word. 
She had smiled. 
  
Self-correct (learner says “dot,” then self-corrects and says 
“dog”). Write SC over the word. 
          SC 
         dog               
Insertion (learner adds a word). Mark a caret ( ^ ) and write 
in the word added.  
     had 
He ^ said. 
Lost place (learner is called upon to read, but has lost 
his/her place). Write LP above the place where the learner 
got lost.  
     LP 
…. went home. 
He was…. 
(Carnine, Silbert, Kame‟enui, Tarver, Jungjohann, 2006:167) 
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3.2.14 The misidentification error 
The following text shows an example of a model-correction procedure for a 
misidentification error made (Carnine, Silbert, Kame‟enui,Tarver and Jungjohann, 
2006:101). 
 The learner said “fat” for fit. 
 The teacher points to “i”. “This says i. What is the sound?” (Signal) “i.” 
 The teacher lets the learners sound out the word. “Let‟s sound out the word. Get 
ready.” (The teacher points to the left of the first letter, pause, and then loops 
under each letter.) “What word?” (Signal.) “Fit.” 
 The teacher goes back several words in the list and repeats the list. “Let‟s read 
these words perfectly. 
 At the end of the lesson, the teacher retests learners individually, on any words 
they have missed. 
  
3.2.15 Hesitation to read or being unable to identify words 
Carnine, Silbert, Kame‟enui, Tarver and Jungjohann (2006:166) state the following 
correcting procedure when the learner hesitates or is unable to identify a word, 
while reading a passage or story: 
 If the learner is unable to identify a word within a reasonable amount of time, no 
more than 3 to 5 seconds, the teacher tells the word to the learner. 
 Allowing the learner to struggle for too much time can be frustrating for the 
learner, who is unable to figure out the word, and this can disrupt the flow of the 
lesson. If the learner is, however, on the verge of figuring out the word, the 
teacher can allow the learner a few more seconds. The teachers must use their 
own judgment. 
 
2.16 Leaves out or adds a word 
According to Carnine, Silbert, Kame‟enui, Tarver and Jungjohann (2006:166), if the 
learner leaves out a word or adds a word, the following correcting procedure is 
important for remediation: 
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 The teacher tells the learner the error made. For example: “You left out a word. 
Please read the sentence again.” The teacher tells the word if the learner is 
unable to identify the word within a reasonable amount of time. 
 The same procedure is followed when adding a word. For example: “You added a 
word. Please read the sentence again.” 
 
3.2.17 Lost their places 
Carnine, Silbert, Kame‟enui, Tarver and Jungjohann (2006:166) further recommend 
the following procedures when the learners have lost their places, when asked to 
read: 
 If the learner is asked to read, but has lost the place, the teacher should 
immediately call on another learner to read and help the reader, who was asked 
to read, to find the correct place. 
 After several of the other learners have read, the teacher should call on the same   
learner again to read. Losing a reading turn is often the best motivation for the 
learner to follow. 
 Those learners whose reading rate is slow, may not start reading when asked to. 
 The teacher must make it clear to the learners that she expects them to actively 
follow when other learners are reading. 
 
The teacher can record the learner‟s performance on a photocopy of the passage 
the learners are reading. The teacher writes the learners initials over the word when 
coding. 
 
3.2.18 Reversals  
According to Ekwall and Shanker (1993:29, 33), the learner who reads from right to 
left, instead of from left to right, experiences difficulty with reversals, for example, 
reading was as saw, or pot as top or partial reversals in words for example ant as 
nat, or reverses words in sentences for example: the rat chased the cat, instead of 
the cat chased the rat (Ekwall and Shanker, 1993:29, 33). 
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Ekwall and Shanker (1993:30-32) recommend the following procedure to correct a 
reversal problem that learners can experience: 
 Bring the context in which the word is used to the learner‟s attention.  
 Give the learner a number of sentences in which the words being reversed could 
only be logically used in one context. For example: Jane was going with Tess to 
the movies. Tom saw a big dog on the way home. 
 Use books with larger print and high interest levels to point out left-to-right 
progression. Most of these books enhance the motivation for learning these skills. 
 The teacher should emphasise left-to-right in all reading activities. 
 After discussing the reversing mistakes made by the learner, give the learner 
sentences in which the reversed words are covered by a small piece of paper. 
Allow the learner to read to the end of the sentence. Allow the learner to uncover 
the word and to check the presence of accuracy in the text. 
 If whole words are reversed, the teacher can have the learner trace the word and 
then try to write it from memory. 
 Use a magnetic board with three dimensional letters. Learners can use these 
letters to form words that are commonly reversed. 
 Write in pairs the words that are sometimes reversed. For example: was/saw, 
net/ten, war/raw, trap/part). Use one word in a sentence, and ask the learners 
to point to or write the word used.  
 Use a coloured letter at the beginning of words commonly confused. Discontinue 
this practice as soon as the learner has no more difficulty with the word. 
 To help make the learner aware of the importance of the sequence of words 
commonly reversed, place one word over another. 
 Write two words commonly reversed side by side. Ask the learner to number the 
letters in the first word by placing a number under each letter.  
 Then ask the learner to assign the same numbers to the letters in the second 
word: 
          s  a  w     w   a  s      o  n    n  o 
    1  2  3     3    2  1      1  2     2   1  
Fluent reading is when the learner reads from a story or text with the proper phrasing 
and intonation (Duffy, 2009:229). This will now be discussed. 
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3.2.19 Incorrect phrasing 
Incorrect phrasing is when the reader fails to read in the natural phrasing or 
linguistic units. The reader may fail to take a breath at the proper place and will often 
ignore punctuation marks, especially commas (Ekwall and Shanker, 1993:11). 
Recognition and appropriate phrasing play a vital role in the learner becoming a 
good reader (Duffy, 2009:229).   
  
Ekwall and Shanker (1993:8-9) and Haager, Dimino and Windmueller (2007:243, 
2456) recommend the following strategies to correct incorrect phrasing caused by 
other poor efficiency skills: 
 If the learners are unaware that they are reading word-by-word, tape-record each 
individual, while reading orally. Play the recording back and take time to show the 
learner the inappropriate words (word-by-word) and make use of fluent reading. 
 Provide a lot of opportunities for learners to receive practice in reading orally and 
silently. 
 Allow learners to pre-read material silently, before asking them to read it orally 
and out loud. Allow them to ask you for help with difficult words during the silent-
reading phase. If they ask for help on more than 10% of the words, then the 
material is too difficult and should be replaced with easier material. 
 Provide experience in choral reading, with two learners or with the entire class. 
The teacher should read the paragraph aloud to the learners, emphasising the 
necessary expression, pauses and changes in intonation by means of 
punctuation.  
 Give a series of timed silent-reading exercises. The adding of the time factor will 
often make the learner aware of the word-by-word reading. 
 Allow learners to choose stories that they feel are exciting and let them read them 
aloud. 
 Have the learners read and dramatise conversations or poetry. 
 The learners have to use intonation and phrasing correctly to articulate the 
meaning and feeling in the text (Duffy, 2009:234).  
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Another activity to use when correcting incorrect phrasing could be the following: 
Take a page of a text that the learner can read fluently, draw scallops connecting the 
phrases that have to be read as a unit. Give the learner or class a copy of the 
scalloped text. Read the page until the sound, the speed and the rhythm are 
acceptable. The learners are then asked to read the same text without the scallops 
(Bursuck and Damer, 2007:191). 
 
According to Allington (2006:100), echo-reading can be used to improve any 
incorrect phrasing. In echo-reading the teacher reads with the necessary intonation 
and in phrases, a text or paragraph out loud, and the learners reread the text or 
paragraph in the same way.  
 
To phrase correctly, learners should know the basic sight words. 
 
3.2.20 BASIC SIGHT WORDS 
 A sight word is any word that can be pronounced on its own without one being 
aware of analysing it (McKenna and Stahl, 2009:100). The words in sight-word 
reading are read from the learner‟s memory and not from a learner‟s conscious mind. 
The learner makes use of decoding and blending operations in the memory when 
reading sight words (Gaskins, 2005:163).The words in sight-word reading are read 
from a learner‟s memory, and the learner makes use of decoding and blending 
operations in their memory when reading these sight words (Gaskins, 2005:163). 
 
Learners might be unable to read some or all of the basic sight words. These 
words make up to 50 to 70% of the words in most of the reading material used. One 
of the examples is words with similar beginnings: when, where and what – or this, 
that or those (Ekwall and Shanker, 1993:47). 
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According to Haager, Dimino and Windmueller (2007:220), high-frequency words are 
recognised on sight. A high frequency word is a word that is immediately recognised 
as a whole and without any analysis. The more high frequency words learners know, 
the more fluently they will read. They do not have to stop to figure out unknown 
words, and this will also improve their comprehension skills. High-frequency words, 
for example: them for then, was for saw, their for there are mostly confused. They 
can be visually similar.  
  
Haager, Dimino and Windmueller (2007:220) and Broun and Oelwein (2007:48) 
recommend the following procedures for the learning of high-frequency sight words. 
 The teacher can give a word list of high-frequency words or create a word wall 
from the high-frequency words as they come upon during contextual reading in 
the class.The learner reads the words from the lists or wall.  
 Five to seven words can be added to the word wall weekly, and practised as a 
group when preparing to leave the classroom for “break”; or words can also be 
written on separate cards, if the learner becomes nervous after seeing the list of 
words. 
 The new high-frequency words that have been added during the week can be put 
on the outside and the inside of the door. These words can also be used in an 
activity, where the learner uses a magnet on a stick to “fish” for these words, and 
when one is caught, the learner has to say the sight word. (fishing game)   
 The learners then have to say the words on entering or leaving the classroom. 
 At the end of the week, this new list can be added to the classroom‟s high-
frequency word wall. 
 
The best way to learn to recognise sight words is for the learner to read their 
favourite books over and over again, and in doing so, learn to recognise words 
quickly. Some learners, however, need an explanation and a lot of repetition in 
seeing and saying sight words (Duffy, 2009:193). 
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In the light of the above-mentioned, Duffy (2009:195-196) recommends the following 
scaffolding activity: 
 The teacher writes a word on the board, and asks the learners to look at it, for 
example, “legs.” 
 Ask the learners to close their eyes; and the teacher then asks the following 
question.  “What is the first letter in the word? “l” 
 The learners are asked to look at the word again, close their eyes and ask “What 
is the last letter in the word?” “s”  
 The learners are asked to say the word “legs”, while writing it with a finger in the 
air.  
 In addition, the teacher mixes up the letters l e g s, putting the correct and 
incorrect spelling on flashcards. For only one second, the correct spelling gets 
flashed to the learners, and they have to say the word “legs”. If the card does not 
have the correct spelling, the learner keeps quiet.  
 
 3.2.21 The use of context clues 
 According to Duffy (2009:85), and Guth and Pettengill (2005:156), context is a 
strategy used to solve problems. Learners make use of context clues, while reading 
– by using the surrounding words in a text, to make out an unknown word. This is an 
effective method to recognise words or to clarify the meaning.  
 
Furthermore, learners are not taught how to remember the sequence of letters in 
words; they do not recognise words they have seen before and this makes reading 
an unpleasant experience for learners. The ultimate goal in reading is to recognise 
words quickly (Blank, 2006:63). Guth and Pettengill (2005:156-157,174); Johnson 
(2006:89); and Duffy (2009:88) suggest the following informal procedures to identify 
whether learners are using context clues, and to help them if they do not make use 
of these clues.  
 The teacher can observe learners during oral reading. Learners who tend to stop 
and correct their mistakes when they realize that a sentence does not make 
sense, are making use of context clues.  
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 The teacher has the following sentence covered: “They are putting the cushion 
behind my back on the bed”.  
 The teacher uncovers the word the learners are having difficulty with, for 
example, ”cushion”, and ask the learners if they can identify the word, while at 
the same time understanding it. 
 The teacher uncovers the sentence by reading it out loud, and asks what the 
word means? Ask learners what context clues helped them to identify the 
meaning of the word? Did you have to look at the back or at the front of the 
sentence for context clues? Who thinks they know the word, and who is not sure? 
 The learners are asked to read the sentence out loud. 
 Follow the same procedure with the following words, for example: yacht and 
couch. 
 
3.2.22 Structural analysis 
According to Duffy (2009:92), Starrett (2007:88-89), and Ekwall and Shanker 
(1993:95), structural analysis refers to the process of recognising words by 
identifying the meaningful parts of the words. The learner will recognise, for example, 
that the word “playstation” is composed of two smaller words, namely “play” and 
“station”. Breaking the word into parts, make it possible for the whole word to be 
identified. The identification of a word‟s meaningful part is very important for 
decoding multi-syllabic words with parts like prefixes, suffixes and root words. 
Examples of these are: Compound words, where two root words combine to form a 
new word, stair + case = staircase. 
 
Contractions, where two words are joined together in a reduced form, can not 
become can’t. Prefixes, where a word or syllable is joined to the front of words, un in 
unborn. Roots, where a word forms the main or central part of a word, spend in 
spending.  
 
146 
 
Haager, Dimino and Windmueller (2007:253) and Gaskins (2005:182-183) further 
state that the following strategies may help the learner to identify context clues and 
help the learner with structural analysis: 
 Reread the sentence with the word and look for key ideas to help in figuring the 
word out. Think what is making sense in the sentence. 
 Look for a prefix or a suffix in the word that might help. 
 Break the word up and look for smaller words you know. 
 When the learner reads words in isolation, the teacher can show some words 
with structural analysis elements, and ask the learner to identify compound word 
parts, suffixes, prefixes and contractions. 
 The game: “What is in my head?” provides additional practice in analyzing words. 
The teacher thinks of one of the words from the word wall in the classroom and 
gives the learners five clues about the word, for example, it has five letters, four 
sounds, two letters but one consonant vowel, one vowel with the same sound as 
rat, and it will fit in the trash can.  
 
3.2.25 Position in Space 
Learners who have problems with their body orientation will also experience 
problems with their position in space. The learner is unable to apply concepts such 
as in/out, up/down, left/right or to read from left to right. The learner will reverse the 
words or numbers, for example 36/63. The learner can copy the one in front, next to 
or at the back of the classroom, for example marching on the spot and swinging 
his/her arms; the teacher can model the exercise (Grove and Hauptfleish, 
1982:42,305). 
 
3.3 POSSIBLE CAUSES OF READING PROBLEMS 
Learning to read is influenced by different factors, such as learners understanding of 
enjoyment and purpose in reading, the skills and strategies learners have to be 
taught, parental and societal influences and the teacher‟s expertise and skills (Lewis 
and Ellis, 2006:2). 
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According to McGuinness (2005:215), the possible causes of barriers to reading 
might be the number of books in the home, a mother who did not teach her child the 
alphabet, low socio-economic status and the type of reading strategy the child has 
adopted. However, if the parent or teacher lacks the skill of teaching reading, this 
can sometimes do more harm to the child.  
 
McGuinness (2005:217) further argues that incompetence in teaching the skill of 
reading can produce a very large number of children with severe reading problems. 
Furthermore, Richardson, Morgan and Fleener (2006:56) state that physical factors 
may cause difficulties in reading, for example poor vision, hearing or health problems 
at an early age.   
     
Therefore, it is necessary to discuss the intrinsic and extrinsic factors that might 
possibly be the causes of reading problems.  
  
3.3.1 INTRINSIC FACTORS (factors within the child) 
According to McGuinness (2005:215), possible causes of reading problems can be 
visual memory, eye-movement control and severity of middle-ear infections. 
McGuinness (2005:228) further states that difficulties in hearing short auditory 
signals will have an impact on receptive language plus the assumption that poor 
auditory sensitivity will affect phoneme awareness, and in the end, the skill to read.  
 
According to Carnine, Silbert, Kame‟enui, Tarver and Jungjohann (2006:6-7), a delay 
in learning to read can be the result of neurobiological factors that are genetically 
transmitted and constitutionally based. Children whose lack of preparation for 
learning to read is the result of genetic factors will need interventions in reading that 
are more clearly, comprehensive, intensive and supportive than children who can 
read successfully. 
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Intrinsic factors that cause reversals, inversions, insertions, word-by-word reading 
and incorrect phrasing will now be discussed.According to Ekwall and Shanker 
(1993:29), reversals or inversions may be caused when the learner is not totally 
focused on the context, or does not have a strong enough visual image of the word. 
Furthermore, the learner may have failed to develop a left-to-right eye movement or 
a left-to-right reading pattern. It was also pointed out, by Ekwall and Shanker that the 
learner may fail to realize that the position the letters appear makes a difference, or 
she or he may suffer from some neurological impairment. 
 
Possible causes of insertions during oral reading might be that the learner may 
anticipate what is coming next and read that, instead of what is actually written in the 
text. Another reason can be that the learner may have poor efficiency skills or oral 
language development below the reading level (Ekwall and Shanker, 1993: 33). 
 
Word-by-word reading can be cause by poor reading-efficiency skills, a lack of 
fluency, not being able to apply decoding skills effectively, or a failure to 
comprehend what is being read (Ekwall and Shanker, 1993:7). Linguistic, visual 
and auditory factors can contribute to reading difficulties. Each of these factors will 
now be discussed (Wearmouth, Soler and Reid, 2003:5).   
 
3.3.1.2 Linguistic factors 
Reading is expressed in language form, and this can present a difficulty for some 
children, break the words into smaller parts and articulating the sounds, forming the 
sounds holding these sounds in the memory. The flow of oral language does not 
always make the break between the words easier to hear; and they might also 
experience difficulty in recognising the sounds in written form (Wearmouth, Sole and 
Reid, 2003:5). 
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 3.3.1.3 Auditory and Visual discrimination 
Sometimes learners say the wrong look-alike word in a sentence. This might be 
because the learner has a visual discrimination problem and cannot distinguish the 
visual difference between one word and another (Duffy, 2009:223). 
 
Auditory discrimination is a learner‟s ability to differentiate between sounds, including 
rhythm, volume and tone. Visual discrimination is a learner‟s ability to perceive 
similarities and differences in forms, letters and words. Some learners even 
experience auditory and visual discrimination problems in middle- and high-school, 
and this mean that these learners will experience difficulty in learning to read. If a 
non-reader is weak in these areas, they can be helped through games and activities. 
For example: The teacher can ask: Are the beginning, the middle or the end sounds 
of these two words, “march and catch” alike or different? “end” (Richardson, 
Morgan and Fleener, 2006:62).  
  
3.3.1.4 Visual and Auditory factors 
Children who are experiencing difficulty in recognising the visual cues of letters and 
words, left-right orientation, recognising word patterns and word shapes may 
experience reading barriers.  
 
3.3.1.5 Auditory factors 
Learners who get stuck at the alphabetical stage when reading, may make use of 
their auditory-based phonological skills to make words fit (Lewis and Ellis, 2006:81). 
 
Auditory discrimination is a learner‟s ability to differentiate between, sounds including 
rhythm, volume and tone. Visual discrimination is a learner‟s ability to perceive 
similarities and differences in forms, letters and words. 
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Some learners even experience auditory and visual discrimination problems in 
middle- and high-school, and this can mean that these learners will experience 
difficulty in learning to read. Any difficulty that is experienced in the recognition of 
letter sounds, the sequencing of sounds, corresponding sounds to visual stimuli, 
discriminating sounds from other sounds and within words might experience a barrier 
in the acquisition of reading skills.  
 
3.4 EXTRINSIC FACTORS (factors outside the child) 
According to Lewis and Doorlaag (2003:76), and Grove and Hauptfleischer 
(1982:119), there is some indication that reading problems tend to run in families, 
and that some parents are not caring towards the child‟s weak spelling and reading, 
because the parent could not spell or read well either. McGuinness (2005:213) 
states that the home environment plays an important role in promoting general-
language competency and reading. 
 
In this regard, the home environment causes learning problems because of poor 
nutrition and a lack of sensory stimulation (Lewis and Doorlaag, 2003:76; and 
Wearmouth, Soler and Reid, 2002:111). Starrett (2007:30) further states that a study 
showed that children from low-income parents that have started first grade, are read 
to for less hours by their parents than children from a middle-class income family. 
 
According to Bronfenbrenner‟s ecological model, the environment in which the child 
grows up has a direct and indirect influence on a child‟s life. This environment 
influences a person‟s development. One of these environmental systems is the 
mesosystem. At this stage, there is interaction between the family, the school and 
the peer group. A learner who is experiencing a lack of support at home can develop 
barriers to reading in the school.  
 
151 
 
 If the learner, however, has a caring teacher who can boost the learner‟s self-
esteem and the sense of belonging, the knowledge in the microsystem of the school 
can protect the learner from the psychological effects of a lack of support at home 
(Swart and Pettipher 2005:10-11). Furthermore, Carnine, Silbert, Kame‟enui, Tarver 
and Jungjohann (2006:3) stated that children that come largely from families of low 
socio-economic status are seen as “at-risk” children. They enter school with less-
developed broad oral language knowledge and less-developed literacy-related 
knowledge and skills. 
 
In addition to the above statement, Wearmouth, Soler and Reid (2002:6) pointed out 
that children of semi-skilled fathers were more likely to be poor readers; because of 
the parent‟s “literacy deficiency”, they are unable to support their children‟s literacy 
requirements.In this regard, Starrett points out that 60% of children who did poorly in 
school, did not own a book of their own. Some children get no exposure to books or 
reading material. Wearmouth, Soler and Reid (2002:190) argue that being exposed 
to reading does not necessarily mean that all children will learn to read, but it likely to 
be a help in this regard. 
 
From the above, it becomes clear teachers should take learners‟ individual 
differences into account, and plan their reading accordingly. In this regard, 
Wearmouth, Soler and Reid (2002:71) suggest that appropriate intervention 
strategies for struggling readers are essential, especially for those children who had 
a slow start. According to Weartmouth, Soler and Reid (2002:4), teaching reading to 
learners who experience barriers to reading is not easy. This is because different 
methods work for different learners, and the teacher might find it difficult to find the 
method that works for a particular learner.  
 
Sometimes teachers try new methods, and these work well at the beginning, as the 
result of the increased attention and interest they stimulate, but the initial effect 
sometimes does not last for very long.Illiteracy isolates and impoverishes people, 
and should be minimised. 
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These barriers might be the cause of limited resources – where priorities are likely to 
cause an argument. Furthermore, it is clear, that when a person is illiterate, their 
knowledge is limited, while the demands imposed on them are endless (Wearmouth, 
Soler and Reid, 2002:246).   
 
Wearmouth, Soler and Reid (2002:8) assert that children read in different ways, so it 
is essential to gather data on the reading skills and the reading processes of 
individual children – and to map these onto their reading development. This 
knowledge can be used by teachers to create relevant instructional activities to help 
children store sight words in their memories. 
 
These authors further state that the three important inter-related components in the 
knowledge base for teachers – in order to make decisions on reading instruction – 
are the following: 
 Knowledge of the reading process and the teaching methods and how these can 
facilitate the reading process. 
 Knowledge on observational procedures – to identify the processes readers are 
facilitating and the processes with which they have difficulties. 
 
Children can develop reading difficulties due to the influence of the techniques that 
some parents use at home. For instance, they have reading sessions with their 
children too late in the evening. When their children are successful, they do not give 
them enough praise. Sometimes parents use inappropriate reading material. Parents 
can also lose their tempers when the child has made a mistake. This can be very 
discouraging for the child. 
 
The setting that is used during reading is frequently inappropriate, for example, in 
front of the television. (Wearmouth, Soler and Reid, 2002:281).According to Broun 
and Oelwein (2007:12), poor readers have been taught to look carefully at each 
word, and this leads to slow reading results and poor comprehension.  
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The readers are so focused on the individual words that they forget what came 
before, and this has to be re-read.  
 
3.5. PHONICS 
The concept of phonics includes the understanding that speech consists of a series 
of individual sounds, and the ability to discern individual sounds in spoken words. 
Phonics is a very important part of reading, and it includes fluency, silent reading, 
vocabulary development and comprehension (Starrett, 2007:17); and (Bold, 
2004:69). 
 
Research has shown the importance of phonological awareness as a condition 
required to gain the skill of reading. Interventions focusing on phonics are the most 
successful when they relate directly to the reading process (Wearmouth, Soler and 
Reid, 2002:269). 
 
For beginner learners to become successful readers, they must learn about the 
pleasure and knowledge that can come from being read to, and from reading for one 
self. Furthermore, they must be taught how to use all the cues and strategies that will 
help make sense of a text, to decode words and comprehend the text or story. 
Phonics plays an important part in this skill (Lewis and Ellis, 2006:21). The ultimate 
objective of teaching reading is not to teach children how to sound out words, but to 
help them to understand what they read, for example through comprehension. 
 
Reading fluency and vocabulary together with reading aloud, silent reading and 
exposure to good literature all have a positive effect on reading comprehension and 
should be combined with phonics, which leads to the best way of learning (Starrett, 
2007:6). 
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The two best ways of early reading success are alphabetic recognition and 
phonemic awareness. Teachers normally teach the children in the pre-primary 
classes the alphabet, through song and dance, phonemes and syllabication through 
clapping. They also learn to read alone and with a friend (Starrett, 2007:11).  
 
Until children learn the form and shape of individual letters, they cannot begin to start 
reading words. If they do not learn the individual sounds, they will have difficulty with 
more involved aspects of reading (Starrett, 2007:31-32). 
 
According to Wearmouth, Soler and Reid (2002:269), research has shown the 
importance of phonological awareness as a condition required to gain the skill of 
reading. Interventions focusing on phonics are the most successful when they relate 
directly to the reading process.In addition, McGuinness (2005:204) has pointed out 
that the abnormal development of phonological processes is the main cause of 
reading failure, because this issue underpins and connects all other languages. 
 
It is important to note that reading is a series of small steps which need to be learned 
one-by-one. In order to learn to do this, children must first learn the letters of the 
alphabet, identify the sound-symbol and apply this, in order to decode words. They 
further stress that the poor reader cannot recognise the word and rely on the context 
to help with word recognition (Wearmouth, Soler and Reid, 2002:2).  
  
Harrison (2004:41) argues that children need to have phonic awareness before they 
can benefit from the teaching of phonics. Phonemic awareness is what you have 
when you play “I spy”. Another example can be: “Which of the three words is the odd 
one out”, fish, dish, or book. It is therefore impossible to gain much from phonic 
instruction, unless you have phonemic awareness. Haager, Dimino and Windmueller 
(2007: 11) further point out that phonemic awareness is an important part of 
phonological awareness. 
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This means that the words of English are made up of individual sounds or phonemes 
and this constitutes the most important skill for later reading. 
 
Some of the current approaches to reading instruction take into account learning the 
alphabet, the sequence of the letters, and the sounds or symbols associated with the 
necessary skills required for learning to read (Broun and Oelwein, 2007:11).  
 
In this regard, Lewis and Ellis (2006:2) point out that the direct systematic instruction 
in phonics during the early years of schooling is an essential foundation for teaching 
learners to read. Teachers provide systematic, direct and explicit phonics instruction, 
so that children can master the essential alphabetic code-breaking skills required for 
foundational reading skills. They also provide an integrated approach to reading that 
supports the development of oral language, vocabulary, grammar, reading fluency, 
comprehension and the literacy of new technologies. For example, there is a few 
reading programmes on the learners‟ level that could be use on the computer by the 
learners. 
 
Furthermore, Lewis and Ellis (2006:10-11) argue that to teach children to read 
involves more than helping them know about letters and sounds. One of the many 
factors that need to be considered is teaching the learners to understand the 
alphabetical principle which is important for successful reading.There must also be a 
desire by the child to want to read. Reading involves different kinds of literature and 
a school may promote or neglect this with serious consequences for the acquisition 
of reading skills. We also have to take into consideration the literacy level at home, 
and in the school. 
 
The alphabetic principle is an awareness that words are made up of sounds and are 
represented by letters. This means that beginning readers need to understand the 
code of our language, the alphabet and its function in reading. The alphabetical 
principle is often referred to as decoding, word recognition or phonics. 
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Decoding is the ability to look at the letters in a word, pronounce the sounds 
associated with the letters or letter patterns and blend them into words that can be 
recognized. New policies and strategies on reading are being implemented daily in 
the inclusive classroom (Haager, Dimino and Windmueller, 2007:12).  
 
Furthermore, Haager, Dimino and Windmueller (2007:12) stated that to understand 
phonics is the ability to associate sounds with letters and letter patterns and then to 
blend them into whole words. Once the learners have a good understanding of the 
alphabetic principle, they can begin to work on phonics and learn to sound out 
words. It is not necessary to learn all 26 letters of the alphabet before the learner 
starts to learn phonics. The teacher can teach a few sounds, and then begin 
blending (Haager, Dimino and Windmueller, 2007:12). 
  
Children who spell words as they are “in their heads” do not have a phonological 
problem, but have a limited knowledge of the spelling rules (Lewis and Ellis, 
2006:81). The best way to teach reading is through a systematic, explicit 
presentation of phonemic awareness activities and phonics skills. Early reading can 
only be successful through alphabetic recognition and phonemic awareness.  
 
The re-emphasis on phonics does not mean a return to the good “old days” of “drill 
and kill”, but there is a refreshing enthusiasm for new and innovative ways to teach 
phonetic concepts. 
 
More and more teachers and parents are reading favorite nursery rhymes, poems 
and stories to their learners. Children in the pre-primary classes are learning 
phonemes and syllabication through clapping or chanting (Starrett, 2007:10).  
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3.6 ENGLISH-LANGUAGE LEARNERS 
English language learners might make errors by reading a word in the context of a 
story that does not make sense. This might be the result of the learners‟ lack of 
familiarity in English (Carnine, Silbert, Kame‟enui, Tarver and Jungjohann, 
2006:171). To help to develop English language learners‟ attention to meaning, so 
that they can understand what they are reading, dialogue in stories can be used, this 
method can help them to concentrate because they have to follow the sentences 
until it is their turn to read.The teacher had to point out the expressive changes in the 
lives of the characters, so that the learners can hear this in their heads, when they 
read the dialogue (Bursuck and Damer, 2007:200).  
  
Teachers who teach English-language learners must take these important headings 
into consideration, namely: Become a good listener and give the learner enough time 
to talk; observe these learners while they are reading and writing; create an 
atmosphere in the classroom where the learners can feel valued, accepted and 
respected. Furthermore, the teacher must make provision for whole-group, small-
group and individualised instruction (Johnson, 2006:143).  
 
According to Starrett (2007:8), English teachers should encourage parents to read to 
their children at home in their primary language. As English literacy grows, the 
primary language skills begin to transfer to reading in English. 
 Find material that presents basic skills on the learners‟ interest level. 
  Use phonic readers that make provision for the older and the struggling readers. 
 Teach phonograms. Learning phonograms also assists in sounding out unfamiliar 
words. Another approach is to start with rime phonograms. 
 It is important to keep all instructions short and to-the-point, and to keep an 
accurate account of skills learned and those that still need to be learned. 
 Encourage learners to use the websites, if they are available at home or at their 
schools. More and more websites on the internet now contain: stories and essays 
that children of all ages wrote; and these can be viewed free of charge. 
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3.7 SUMMARY 
In this chapter, a literature review on reading problems has been discussed. 
Common reading problems that teachers might encounter daily in their classrooms, 
and the remediation thereof, have also been discussed. 
 
The following common reading problems, namely rhyming words, vowel digraphs, 
silent letters, comprehension skills, fluency, paired reading, reading rate and reading 
with expression were also discussed. 
 
Issues also pointed out were blending sounds, segmenting a word, confusion error, 
mispronunciation errors, signal errors, misidentification errors, hesitation leaves word 
out, as well as losing their places – these issues were all discussed. Furthermore, 
the recording of different types of decoding errors was also given. 
 
Reversals, word-by-word reading, incorrect phrasing, basic-sight words, as well as 
the use of context clues and structural analysis were all discussed.These issues can 
all be useful in the classroom to give learner support to teachers. 
 
The possible causes of reading problems, phonics and strategies for teaching 
reading were also suggested. 
 
In Chapter Four, a description of the execution of the empirical research and a 
discussion of the results will be presented.  
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CHAPTER 4 
 
THE EMPIRICAL RESEARCH: EXECUTION AND RESULTS 
 
4.1 INTRODUCTION 
The aim of this chapter is to give a description of the procedure employed, and the 
empirical research that culminated in a discussion of the results forthcoming from the 
research project, including the literature study.  
 
4.2 METHODOLOGY 
 
4.2.1 Qualitative Research 
A qualitative research approach, in terms of an interpretive method of inquiry, was 
necessary for the purpose of this study, the main aim of which was to establish 
guidelines to empower teachers in rendering support to learners with reading 
barriers within an inclusive classroom, as indicated in Chapter One (page 6, point 
1.3). The qualitative data were collected through interviews and observations – 
where the researcher observed and recorded systematically what was seen and 
heard in schools and consultation rooms of educational psychologists – in the form 
of field notes (Mertler, 2006:119-120).  
 
The researcher also collected data through interviews which were recorded.  
  
Picciano (2004:32) states further that qualitative research requires seeing and 
hearing – and perhaps also touching and experiencing – activities in their natural 
settings, such as schools, classrooms and playgrounds. 
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The researcher and co-reseacher made use of observations in the classrooms 
through field notes, while the interviews with the teachers and parents were held at 
the schools. 
 
Holliday (2002:8) further states that qualitative research: 
 Looks deep into the quality of the phenomenon that is being studied. For the 
purpose of this study, the researcher looked into the teachers‟ and parents‟ ability 
and skills to render support to learners with barriers to reading within an inclusive 
classroom. The researcher interviewed the teachers, teaching the learners with 
barriers to reading in an inclusive classroom. The parents of these learners and 
the educational psychologist – who mainly works with the referral of these 
learners – were also interviewed. 
 Allows the data to be analysed and for the themes to be coded. The researcher 
and co-reseacher transcribed the recorded interviews verbatim. Next, the 
transcribed interviews and the fieldnotes were analysed, by coding the data for 
emerging themes and sub- themes. 
 
After the analysis of all the data and the establishing of the themes and sub-themes, 
the researcher discussed the teacher participants and educational psychologist 
participant‟s perceptions, thoughts and feelings in detail, as regards learners with 
barriers to reading (Lankshear and Knobel, 2004:69; Cohen, Manion and Morrison, 
2007:461; and Gay and Airasian, 2000:141).  
 
According to Stringer (2004:26, 35), and Gay and Arasian (2000:18), qualitative 
research provides the means to understand the ways in which people experience, 
feel and interpret an event. Grix (2004:32) further states that qualitative research 
interprets the subjective experiences – for example the perspectives of the 
individuals being studied. In this study, the researcher interviewed and observed the 
parents, teachers and educational psychologists, in an attempt to understand how 
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they experience and what they feel about their children and learners who are 
currently experiencing barriers to reading.   
 
Kincheloe (2003:190) and Cohen, Manion and Morrison (2007:21) state that in 
qualitative research, the researchers explores all aspects of an experience, by 
viewing experiences holistically.  
 
Kincheloe (2003:189) further states that in qualitative research the context is very 
important and must not be constructed or changed; research must evolve in the 
normal, everyday context of the project. “The function of qualitative research is to 
describe the qualities of events, to interpret meanings and relationships among those 
events, and to appraise the significance of these events in the larger picture of social 
and educational concerns” (Kincheloe, 2003:190). 
  
According to Gay and Airasian (2000:202-203), qualitative research questions focus 
mainly on the participants‟ understanding of meanings and social life in a particular 
context. They further state that qualitative questions have the ability to make the 
familiar strange and more closely examined and better understood. According to 
Mertler (2006:9), qualitative research designs use observation to gain knowledge, 
reach understanding and answer questions. The researcher takes the world as it is, 
and as they find it.  
 
The researcher in this study made use of observation to gain knowledge of what is 
happening in the classroom. Interviews with the teacher participants took place at 
the schools where they are currently teaching and the researcher and co-researcher 
made use of fieldnotes while interviewing the participants. These gave the 
researcher the opportunity to get insight into their feelings, perceptions, attitudes and 
fears of working with the learners who are experiencing barriers to reading.  
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According to Gay and Airasian (2000:25); Grix (2004:123) and Mertler (2006:119), 
qualitative methods involve the collection and analysis of non-numerical data from 
observation, interviews, documents and tape recordings. In this study, data were 
collected through observation, interviews that were tape recorded and transcribed 
and policy documents. 
 
The data were then analyzed and coded for emerging themes and sub-themes. Gay 
and Airasian (2000:25) and Grix (2004:120) and Clare and Hamilton (2003:88) 
further state that in qualitative research, the researcher is collecting data from a 
small number of selected participants and is making use of a non-numerical, 
interpretive approach to provide narrative descriptions of the interviewees and how 
they see their contexts.  
 
The tools of enquiry used in this research will now be described. 
 
4.3 TOOLS OF INQUIRY 
Data were collected by making use of interviews and observation. Teachers, 
teaching the learners with reading difficulties in an inclusive classroom, the parents 
of these learners and educational psychologists working with them, were also 
interviewed. 
 
4.3.1 Interviews 
According to Mertler (2006:94) and Gay and Airasian (2000:219), interviews are 
conversations between the researcher and participants in the study, in which the 
researcher asks questions of the participants. 
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The interviews are not ordinary everyday conversations, but are constructed; they 
have a specific purpose; they are question-based, and the responses must be as 
detailed as possible (Cohen, Manion and Morrison, 2007:349).  
 
Wellington (2000:71-72) further describes interviews as being conversations with a 
purpose, while the interviewer is some kind of data-collection device. In this study, 
the participants were asked constructed questions with a purpose; and the 
researcher collected the data by tape-recording the interviewee‟s responses. The 
teachers were offered an opportunity to voice their opinions and feelings on teaching 
those learners – in an inclusive setting – who had barriers to reading. 
 
The parents, whose children are experiencing barriers to reading in an inclusive 
classroom and the psychologist who was working with these children, are offered an 
opportunity to voice their feelings, attitudes and fears towards the children‟s 
scholastic performances. 
 
Cohen, Manian and Morrison (2007:361); Mertler (2006:96); Lankshear and Knobel 
(2004:202); and Grix (2004:127) further stated that in semi-structured interviews, the 
researcher asks several questions and has the opportunity to ask further optional 
questions, depending on the situation. It is for this reason that the researcher chose 
semi-structured interviews as the data-collection technique. 
 
This allowed the researcher to probe further when unexpected lines of inquiry 
opened up during the interview, and helped the researcher to get a thorough 
understanding of the thoughts, values, perceptions, views, feelings and perspectives 
of the interviewees (Stringer, 2004:64; Wellington, 2000:71; Gay and Airasian, 
2000:219). Schmuck (2006:42) further states that the questionnaires can also ask 
the respondents for facts. 
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According to Lankshear and Knobel (2004:210), it is very important to check the 
recording equipment before interviewing the participants. In this study, the 
researcher checked the tape recorder. The interviews were all taped on audiotape 
and then transcribed into written text by the researcher and the co-researcher. (The 
transcribed texts of the interviews with the participants are attached as Appendix D.)   
 
Stringer (2004:65); Gay and Airasian (2000:317); O‟Donoghue and Punch (2003:87)  
further stated that the interviewees must feel comfortable and safe to reveal their 
experience to a colleague or stranger and the interviewer must establish that trust 
before the actual interview takes place. In this study, the interviewer had a normal 
everyday conversation with the interviewees just as an ice-breaker. In the 
introduction, the researcher‟s main aim is to make the interviewee feel comfortable 
and relaxed, so that trust can be established. Where there is trust, the interviewees 
will feel comfortable enough to discuss their feelings, perspectives and experiences 
in detail. 
 
During the interviews, the researcher was mainly a listener by letting the 
interviewees talk freely, while at the same time also tolerating silence when the 
participants were thinking. 
 
The researcher signalled regularly that she was listening to what was being said – 
without interrupting the flow of the interview. This is in line with the guidelines of Gay 
and Airasian (2000:223) and Lankshear and Knobel (2004:211). The researcher kept 
the participants focused by avoiding leading questions, asking only open-ended 
questions, and concrete details only when she did not understand what the 
participant was saying (Gay and Airasian, 2000:223). 
 
During the interviews, the researcher learned from the participants‟ perspectives and 
did not debate with them over their responses or allowed herself to be judgemental 
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about their views or beliefs whether she agreed with them or not. This responds with 
the guidelines of guidelines of Gay and Airasian (2000:223).  
  
The researcher in this study gave each interviewee the opportunity to check the 
transcription of the interview, as well as the interpretation thereof, in order to 
establish whether it was an accurate and authentic reflection of the participant‟s 
perceptions, feelings and meanings. According to Gay and Airasian (2000:19), 
qualitative researchers are judged in terms of the credibility, trustworthiness, 
coherence and logic of their interpretations.  
 
The researcher encountered a few problems with the teachers at the different 
schools in the Gelvandale area. Firstly, the researcher made appointments with 
teachers to interview them after school and they all agreed to these appointments. 
When the researcher arrived at their schools, they were not available, because they 
were attending workshops or were busy with extramural activities. 
 
This happened on more than one occation, and the researcher later asked the 
principals and teachers if they could schedule the interviews during second break 
and this worked out perfectly. The researcher also had to interview the educational 
psychologists during their break, because of meetings they had to attend. The 
parents of the learners with barriers to reading were interviewed after school hours. 
 
Most of the parents did not feel very comfortable talking to a total stranger about 
their children‟s barriers to reading at first. The researcher had to convince them that 
no judgement would be passed, and that answers to the questions were needed to 
find solutions to basic reading problems. After the researcher had spoken casually to 
the parents about what she, as a parent had experienced at home with her child, 
they could dentify with her and started to relax and be themselves.   
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Wellington (2000:77) suggests three important ethical requirements an interviewer 
has to have: 
 If the interviewer is planning on tape-recording the interview, the interviewee‟s 
permission should be asked prior to the interview. If the interviewee refuses, the 
wish should be respected. In this study, a consent form from the Human Ethics 
Committee of the Nelson Mandela Metropole University was adopted for this 
study and given to the participants to fill in and sign prior to their interviews. (See 
Appendix H.) 
 The interviewer should make sure the interviewee‟s anonymity and responses 
are kept confidential and private. The essential information about the research 
study itself should be given to the interviewees: Who you are and why you are 
interested in this field (See Appendix I.) Why they were chosen and not 
somebody else. How long the interview would take. What would happen to the 
notes or the recording of the interviews. (The Human Ethics clearance number for 
this study is H08-EDU-ASE-012.) 
 
4.3.2 Observation 
For the purpose of this study observation was implemented as a means of collecting 
data.  
 
According to Mertler (2006:120), classroom observations were usually recorded in 
the form of field notes – that is from spending time where the participants normally 
spend their time. Lankshear and Knobel (2004:253) further state that the data the 
qualitative researcher collects in the field is to generate the empirical data set, from 
where the study ends and findings will be reached. In this study, the researcher 
spent time outside the classroom to observe the learners with barriers to reading on 
the playground during break, in an everyday setting.  
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This is in line with the suggestions of Cockburn and Handscomb (2006:51) on 
observation. In addition, observation helped the researcher to gain a better 
understanding of how the learners learn (Cockburn and Handscomb, 2006:67). 
 
According to Mertler (2006:119), observations involve carefully and systematically 
watching and recording what you see and hear in a given setting. Cohen, Manion 
and Morrison (2007:397) state that the qualitative researcher aims to catch the 
nature of events and seeks to enter into the complex world of the participant, where 
situations unfold and connections, causes and correlations may be observed. 
 
In this study, the co-researcher listened and observed the verbal and non-verbal 
communication that took place during the interviewing process, where the researcher 
and the co-researcher took field notes to understand how the learners with barriers 
to reading learn new concepts in the classroom, how the teachers are managing 
their classrooms and how they are positively trying to be more effective. 
 
Ethical measures were taken in this regard. Permission was first asked by the 
Department of Education to conduct this research study at all the schools in the 
Gelvandale area. (See Appendix F.) The principals of the different schools signed a 
consent form, where they gave permission to the researcher to observe and 
interview teachers and parents at their school for this study. (See Appendix G.) The 
teachers, the parents and the educational psychologist also signed a consent form to 
be observed and interviewed. (See Appendix H.) 
 
The researcher chose observation as a method to collect information because it is 
seen as a powerful tool for getting insight into situations (Cohen, Manion and 
Morrison, 2007:412). 
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According to Schmuck (2006:50), participant observation is the term used for what 
you do when you make observations. 
  
Wellington (2000:70) further states that observation allows the researcher to study a 
learner‟s behaviour in different situations in the classroom. Santrock (2004:241) 
further comments that observational learning is learning that occurs when a person 
observes someone else‟s behaviour. Cohen, Manion and Morrison (2007:412) 
further mention that when planning to observe, the researcher has to plan according 
to the following questions “When, where, how and what to observe”. 
 
In this study, the researcher made field notes to record what was seen, heard, 
experienced and thought during the observation sessions at schools and consulting 
rooms (Gay and Airasian, 2000:213; and Schmuck, 2006:50). According to Cohen, 
Manion and Morrison (2007:397), the above observations enable the researcher to 
gather data. 
 
Field notes are data that will be analyzed to provide descriptions and an 
understanding of the research setting and the participants (Stringer, 2004:81; Gay 
and Airasian, 2000:213). Stringer (2004:82) further states that observers should 
record events as soon as possible after they occur. In this study, the researcher and 
co-researcher recorded the events immediately in the form of field notes. The 
fieldnotes were then organised, according to the dates the data were collected or the 
theme that was being investigated (Lankshear and Knobel, 2004:301).  
 
The researcher and co-researcher coded the data after it has been transcribed for 
emerging themes and sub-themes. 
 
Picciano (2004:33) suggests the following three important things which researchers 
have to know when making use of observation as a tool.  
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 Have more than one observer to perform observations. 
 Use a videotape to record observations and ask others to validate the prime 
researcher‟s findings. 
 Make use of different tools, such as observations and interviews with 
questionnaires, for data collection. 
 
In this study, the researcher made use of a co-researcher who made field notes to 
record what was seen, heard and experienced, in order to validate the researcher‟s 
findings. The researcher also made use of different data-collection methods, namely: 
interviews and observations. 
 
 4.3.3 Sample Group 
As discussed in Chapter One (page 26, point 1.4.4), convenience sampling, 
judgement sampling and purposive sampling were used. The researcher used eight 
schools in the Gelvandale area; this was convenient since she is teaching in the 
same area. In this study, the sixteen (two from each school) that were interviewed 
were hand-picked, according to their knowledge, skills and experience, in the course 
of teaching those learners with barriers to reading in an inclusive classroom. 
 
Three educational psychologists were identified, because they all work with the 
referrals and support of learners with barriers to learning in the Gelvandale area and 
in the coloured communities. 
 
The sixteen parents that were interviewed (two from each school) were parents of 
learners who have barriers to reading.  
  
The researcher was accompanied by the co-researcher in the interviews; these 
individuals observed and wrote down the proceedings and correlated the field notes 
and observations made afterwards with the researcher, to make sure that all the data 
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had been correctly observed and transcribed. The co-researcher assisted with the 
coding of the data for emerging themes and sub-themes. 
 
4.4 RESULTS OF THE EMPIRICAL RESEARCH 
 
After being coded, the following common themes and sub-themes emerged from the 
data obtained from the interviews and observations. The main themes that emerged 
from the analysis of the data were: 
 Feelings and perceptions regarding learners who experience barriers to reading. 
 Types of reading barriers with which the participants have to deal. 
 Support strategies implemented by the participants.  
 Problems relating to the implementation of inclusive education, as experienced 
by the participants.  
 
 The main themes with their sub-themes will now be listed: 
 
FEELINGS AND PERCEPTIONS REGARDING LEARNERS WHO EXPERIENCE 
BARRIERS TO READING  
 Teachers, parents and educational psychologists are concerned by the lack of 
confidence and concentration experienced by learners with barriers to reading. 
 Teachers feel they need more skills to assist such learners, with their reading 
problems.  
 Participant‟s feelings regarding parental involvement are important. 
 Feelings need to be recorded regarding the future role as teachers in teaching 
learners with barriers to reading, in an inclusive setting. 
 Parents‟ expectations of teachers, teaching their children who are experiencing 
barriers to reading need also to be recorded. 
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TYPES OF READING BARRIERS WITH WHICH THE PARTICIPANTS HAVE TO 
DEAL  
 The teachers, parents and health professionals have difficulty in dealing with 
learners who do not recognise the letters and the sounds of the alphabet or 
phonics, and therefore struggle to read even one simple sentence. 
 
SUPPORT STRATEGIES IMPLEMENTED BY THE PARTICIPANTS 
 According to the teachers, they are implementing suitable reading material and 
extra lessons to support learners who are experiencing barriers to reading. 
 Health professional‟s support is towards the training of a learner-support team to 
support the teachers in the classroom. 
 Teachers recommend highlighting the difficult words from the paragragh, before 
reading it as well as picturing individual and small-group reading, when teaching 
the learners with barriers to reading. 
 Roleplay and the “buddy system” are utilized when teaching the learners with 
barriers to reading.  
 
THE PARTICIPANTS EXPERIENCE PROBLEMS RELATING TO THE 
IMPLEMENTATION OF INCLUSIVE EDUCATION 
 Teachers find it difficult to plan and organise their time when rendering support to 
learners who experience barriers to reading in an inclusive classroom setting. 
 Learners with barriers to reading cannot keep up with the workload, and the 
passé set in an inclusive classroom. 
 The lack of resources is creating problems for the teachers, health professionals 
and the parents. 
 
4.5 DISCUSSION OF RESULTS 
Next, each of these results of the research will be discussed in terms of their 
implications.  
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FEELINGS AND PERCEPTIONS REGARDING LEARNERS WHO EXPERIENCE 
READING BARRIERS 
 Teachers, parents and educational psychologists are concerned by the lack 
of confidence and concentration experienced by the learners with barriers 
to reading.  
 
Teacher participants indicated that the learners who experience barriers to reading 
lack concentration and confidence – and most of the time -- give disciplinary 
problems in class. For instance, they would take someone‟s pencil out of their hands, 
just to get involved in a confrontation with that person, while at the same time, they 
are disrupting the rest of the class. These participants further indicated that these 
learners feel shy, ashamed of themselves and insecure when they are unable to 
read even short sentences. Teachers experience that some of their learners lack 
motivation, and this makes it difficult for them to render learner support. 
 
The teacher participants pointed out that the learners do not always give their full co-
operation, and at times simply refuse to read or to take part in oral discussions, 
because they are afraid of making mistakes and being ridiculed. 
 
The teachers feel this can leave emotional scars behind for the learners with barriers 
to reading, because these learners then tend to withdraw themselves from the rest of 
the class. They are also of the opinion that these learners need to be part of the 
learning process and be included in all activities, without being ridiculed, so that they 
can feel that they are positively contributing to the learning process, and are part of 
the class. 
 
Teacher participant 2 said: “These learners already have a low self-esteem and they 
cause disruptions during teaching time just to get your attention.” Teacher participant 
3 pointed out: “The learners with reading barriers would get up out of their seats 
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during silent reading to throw a paper in the bin, to give the impression that they do 
not care who knows that they are unable to read.” 
 
The above quotation corresponds with the literature of Waugh (2003:125), who 
stated that with learners experiencing difficulty in reading, and who were required to 
work for extended periods of time on tasks that required non-fluent skills, distracting 
and disruptive behaviour are common. They feel lost, frustrated and inferior towards 
their fellow class friends, because they are unable to complete their tasks in all the 
different learning areas. 
 
This corresponds with the literature of Woolfolk (1998:69), who stated that a child 
who experiences difficulty in coping with challenges, for example: academics, group 
activities and making friends can result in feelings of inferiority. Erikson‟s fourth 
psycho-social stage is applicable to the above-mentioned, since he stated that in the 
elementary school years, the learners are developing a sense of inferiority, 
unproductiveness and incompetence towards their schoolwork (Santrock, 2004:71). 
As indicated in Chapter Three (page 107, point 3.1), the goal of teachers must be to 
help children to become enthusiastic and self-motivated readers – otherwise all their 
efforts and knowledge will be worthless (Harrison, 2004:41). 
 
Furthermore, the educational psychologists‟ participants experienced that the 
learners with barriers to reading showed little interest in reading, because they had 
limited reading skills and lack of general knowledge. Their parents are sometimes 
illiterate and cannot help them with difficult words, and this creates a lack of 
motivation to read. Educational psychologist participant 17 further stated: “Most of 
the time the parents of these learners did not finish their primary school careers and 
are unable to motivate or help their children with reading, because they as parents 
are not motivated to read, and some of them simply cannot read.”  
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In this regard, the parent participants are concerned by the lack of concentration, 
confidence and interest their children with barriers to reading show when reading at 
home. The parents feel frustrated and are not sure what to do to get their children 
motivated to read. Parents also play an important role because six out of the ten 
parent participants indicated that they either cannot read or do not know how to get 
their children interested in reading. Parent participant 20 pointed out: “My child loves 
the beach and I decided to buy him a book on dolphins. I had to pay him two rand to 
read the book; there were only 12 pages in the book. After each page he asked me, 
if he can stop now.” I responded no, please read on.” (translated). Parent participant 
21 also stated the following: “I have to pay my child with “eating goodies” (sweets) to 
read to me from his reader.”(translated). 
 
From the above quotations, it becomes clear that the parents need parental 
guidance from teachers and health professionals in helping their children. 
 
In this regard, Woolfolk (1998:375) stated that the humanistic approach to motivate 
learners, mean to encourage their sense of competence, self-esteem, autonomy and 
self-actualisation. 
 
This means that the learners have to be motivated to compete on their own level, 
they have to feel that they can achieve anything successfully, according to their own 
potential. 
 
The literature findings in Chapter Three (page 106, point 3.1) indicated that in the 
elementary and middle-school years (between nine and twelve years), the children‟s 
self-esteem and their motivation to learn to read can decline even further. These 
learners feel deprived of the ability to learn about literature, mathematics, history, 
science and social studies, because they cannot read even their grade-level 
textbooks (Tyner and Green, 2005:4).   
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From all the above, it becomes clear that the learners who are experiencing barriers 
to reading are also experiencing a lack of confidence, concentration and motivation. 
 
They are also giving disciplinary problems – to hide behind their learning barrier, and 
hope it would go unnoticed. The parents also feel frustrated and do not know how to 
motivate their children to read. It therefore seems apparent that the teachers will 
need motivational guidelines to address these issues, so that the learners can 
become self-motivated, enthusiastic and feel more confident to read. Guidelines to 
empower the parents to support and motivate their children to read will also have to 
be addressed.  
      
 Teachers feel that they need more skills to assist learners with their reading 
problems. 
 
The participant teachers all indicated that they needed guidelines or support to help 
them to assist learners with barriers to reading in an inclusive classroom. 
 
Most of the teachers felt that they do not have the necessary skills to help these 
learners. Teachers feel insecure regarding their support to learners who experience 
reading barriers. These participants further stated that they need a remedial teacher 
at their shool to assist them with the reading problems of their learners. Teacher 
participant 6 said: “The teachers need some form of training or support so that we 
can know what methods to follow or what to focus on to help the learner who has a 
reading problem.”  
 
Teacher participant 14 said: “We need skills in how to manage our time 
implementing the multi-level curriculum, how to use resources effectively as mind 
dynamics to remove the barriers of learners and effectively incorporate parents in 
their child’s schooling.”  
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In this regard, as indicated in Chapter Two (page 99, point 2.18 ), teachers are 
performing many roles at school for which they are not trained, for example, being a 
parent, counsellor, minister and social worker – all at the same time. 
 
Many of the teachers do not know how to address the diverse needs of learners, but 
can learn from others who have the expertise and are willing to share it (Stofile and 
Green 2007:57).  
 
The last mentioned corresponds with Wood (2002:170), who stated that special and 
regular teachers should strive to acknowledge that both of them have specialised 
skills, but their experience, values and knowledge may differ. Both of them have a 
share and interest in the learner‟s educational process; and they can therefore learn 
from one another, as indicated in Chapter Two (page 99, point 2.18). Johnson and 
Green (2007:163) stated that an inclusive education system can only flourish if the 
mainstream teachers accept the role of lifelong learning within their profession, as 
indicated in Chapter Two (page 99, point 2.18). 
 
As indicated in Chapter Two (page 96, point 2.17), there should be opportunities for 
teachers to teach learners with additional needs in the mainstream, without relying 
exclusively on the expertise of the special educationist. This corresponds with the 
writings of Powell and Caseau (2004:104), who state that the general education 
teacher must take responsibility and ownership for students with disabilities – when 
these learners are included in their classroom. 
 
From the above, it now becomes clear that these teachers feel they lack the 
necessary skills needed to help those learners with barriers to reading. Most of the 
teacher participants felt that they are not properly trained to teach learners who are 
experiencing barriers to reading. They are not sure that what they are doing in the 
classroom is correct.  
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Teachers pointed out that they need assistance from a remedial teacher with the 
learners in the classroom who are experiencing reading barriers. 
 
It seems as if these teachers do not realise that although they do not have remedial 
training, they do have specialized skills because of their experience, values and 
knowledge that they bring to the classroom. They can learn a lot from each other, if 
they are willing to share their knowledge and expertise with one another. However, it 
is obvious that they need guidelines on how to remediate common reading problems 
in the classroom, and to realise that through their experience they can assist such 
learners. 
 
 Participants‟ feelings regarding parental involvement 
 
Teacher participants feel that parents are not always actively involved in their 
children‟s academic progress, and that they are looking for excuses not to be. They 
do not always sign their children‟s diaries or check on their homework on a daily 
basis.  
 
Furthermore, they indicated that they feel parents should work closely with the 
teacher and play a more active role when it comes to their children‟s schoolwork. 
Teacher participant 1 said: “I allocate a section out of the reader to the parents, to 
help their child with reading barriers at home, but when I test the learner the next 
day, there is no progress.” Teacher participants feel they are all committed to help 
the learners with barriers to reading in the mainstream classes, but need more 
support from these learners‟ parents. Teacher participant 13 stated: “The parents 
should get involved in follow-up therapy and get extra reinforcement outside the 
school if they are unable to help their children.”  
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Teacher participant 7 further said: “I try to help the learners with barriers to reading 
by giving them extra classes at break or after school, but then they do not turn up or 
do not complete their homework.” 
 
This corresponds with the literature of Santrock (2004:78), who stated that a low 
level of parental involvement concerns teachers, because it is directly linked with 
learners‟ low achievement. In this regard, Ainscow, Beresford, Harris, Hopkins, 
Southworth and West (2000:40) further indicated that the school should have 
policies for encouraging the involvement of pupils, staff and parents.  In this regard, it 
was also indicated in Chapter Two (page 92, point 2.16) of this study, that a school 
that is serious about being inclusive must ensure that their parents are involved at 
every level and empowered (Thomas and Vaugh, 2007:31-32).  
 
The teachers also indicated that the parents should stimulate their children further at 
home, for example, by taking them to the library and letting them read books on their 
level, or more easily, as a start. This corresponds with the literature of Ekwall and 
Shanker (1993:7), who argued that the teacher should give the learner something to 
read at a lower reading level, if the learner continues to read poorly; it may be 
assumed that the learner has poor efficiency skills. According to Waugh (2003:251), 
the challenge for schools in underprivileged communities is to pursue success 
through the ways in which they work with the parents. 
 
In this regard, the educational psychologist participants indicate that after they had 
identified the learners who need to see an occupational therapist, it is the 
responsibility of the parent to transport their children to and from the therapist‟s 
office. The parent participants of these learners in the Gelvandale community 
indicated that they could not afford to pay the transport fees, and the end result is 
that the learners never get to see the therapist they need, with the result that they do 
not overcome their barriers to learning. 
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Educational psychologist participants further indicated that, in most cases, the 
children with learning barriers in the Gelvandale area are from parents who also had 
learning barriers, and these parents are, consequently, unable to help the learners. 
 
The educational psychologist participant 16 said: “Most of these learners come from 
homes where they get no stimulation, never read books or gain general knowledge 
because the parents feel they have to deal with their own problems, for example, 
providing food on the table to survive.” In this regard, Catts and Kamhi (2005:27) 
stated that children with little exposure to literacy artefacts and events begin school 
with little literacy knowledge. Santrock (2004:347) further states, that many parents 
of learners with reading barriers have their own reading difficulties, as well as 
problems in obtaining books. As indicated in Chapter Three (page 103, point 3.1), 
reading problems affect all learners, and those growing up in poverty are the most at 
risk in developing these problems (Blaunstein and Lyon, 2006:8).  
 
The parent participants feel quilty because they cannot always help their children 
due to work commitments and coming home too late. Others are illiterate, do not 
have teaching or learning skills, and said they do not know how to help their children. 
In this regard parent participant 22 said: “I know I need to work closer with the 
teacher and that I should see that he does his homework, but this is not always 
possible, because I am tired after I have worked a twelve-hour shift.”  
 
From the above quotation, it is apparent that the parent realises that she has to work 
more closely with the teacher, but it is as if she does not take full responsibility for 
her child‟s school progress, because she is working long hours. In this regard, 
Santrock (2004:197) indicated that it is important for teachers and parents to work 
together the learning of learners with barriers.  
   
According to Bronfenbrenner‟s theory, linkages between the family and the school 
constitute an important mesosystem (Santrock, 2004:77). 
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The ecological theory of Bronfenbrenner focuses on the social contexts in which 
learners live, and on the people who influence their development. In the 
microsystem, the learner spends time with his family, peers, school and 
neighbourhood. They are all connected to the family in the mesosystem. The 
exosystem has to do with the influences the community has on school and vice 
versa. The macrosystem includes the socio-economic factors in the learner‟s 
development. The chronosystem is an important environmental system, where 
poverty, single parenting and a decline in values can cause problems (Santrock, 
2004:70).   
 
From the above, it becomes clear that when parents‟ involvement in their child‟s 
schooling is low, the child‟s achievement will also be low. The linkages between the 
school and the home are very important, and these problems will have to be 
addressed with the parents and the teachers. It is important to note that the teachers 
also have a responsibility towards the parents regarding the guidance of their 
children, and about the ways in which they can be involved. 
 
 Feelings regarding the future role as teacher, teaching learners with 
barriers to reading in an inclusive setting 
 
Most of the teacher participants were of the opinion that inclusive education can 
work if the pupil-teacher ratio can be lowered to 30 to 1. The little time the teacher 
spends with the learner who is experiencing barriers to reading in an overcrowded 
classroom is not enough. According to the teachers, the pupil-teacher ratio in all the 
schools in the Gelvandale area is on average 40 to 1. In some schools, there are up 
to 50 learners in one class, and this is making effective teaching virtually impossible.  
 
The teachers feel that the overcrowded classrooms contribute to the disciplinary 
problems, because the teacher cannot always see what is happening when she is 
busy following the story in the reader during a reading lesson. 
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Most of the teachers indicated that they would be able to help effectively if the 
classes were smaller; individual attention could be given to these learners who are 
already experiencing a backlog. Some of the teachers see themselves as two 
teachers in one. They feel that it is already a challenge to teach reading to learners 
with barriers to reading, on the one hand, and then also have to deal with 
overcrowded classes. However, they pointed out that they stay positive, because 
they are committed to these learners and their schools. 
 
Teacher participant 3 stated: “It is difficult to teach these learners in a classroom of 
over 30 pupils with all different abilities, but I find it quite challenging and try to give 
these learners as much attention as possible.” Teacher participant 3 further stated: 
“Teachers need a shift in their methods, they need to manage and plan their time 
better and then they will be able to implement the multi-level curriculum.” 
 
In this regard, Powell and Caseau (2004:168) argue that many times, learners act 
badly in the classroom rather than looking stupid when their needs are not met. It 
might be that they did not understand the instructions or that the work is too hard for 
them – or the teachers‟ interaction is too difficult for them to understand.  
 
They further state that teachers may be able to minimise problematic behaviour by 
determining learners‟ needs, modifying instructional strategies or teaching new skills. 
As indicated in Chapter Two (page 92, point 2.16), the learners with learning, 
communication and behavioural difficulties want to fit in; they want to please, and 
they want to succeed, but they may not know how (Thomas and Vaugh, 2007:16).  
 
White Paper 6 (Special Needs Education, Building an Inclusive Education System) 
states that the high learner/educator ratios are posing a problem for all professionals 
in the education system, in teaching, in management and to address learners‟ 
barriers to reading (Department of Education, 2001:12 par.1.4.1). 
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From the above it becomes clear that over-crowded classrooms hinder effective 
teaching, and are creating disciplinary problems in the classroom. The positive 
response from the teacher participants that inclusive education can work if there 
were fewer learners in the class could be helpful to the Department and the 
principals of the schools. It is therefore, apparent that guidelines to teach learners in 
an overcrowded classroom have to be addressed.  
   
 Parents‟ expectations of teachers, teaching their children who are 
experiencing barriers to reading 
 
Parent participants expect the teachers to undertstand and show tolerance and 
patience towards learners who are experiencing barriers to reading. Most of the 
parents expect from the teacher to give their child more individual attention regarding 
phonic and reading lessons after school or during break. These parents expect the 
teacher to send a reading book home with the learner every day. The parent 
participants feel that if they can get guidelines from the teacher on how to help their 
children to overcome their reading barriers at home, they are willing to try, or to get 
someone who is literate to help them.  
 
Parent participant 31 said: “If the teacher can spend a little more time, on a one-to-
one basis with my child, it could help to improve his reading.” Parent participant 22 
said: “I expect the teacher to be more patient and tolerant and to help her in any way 
she can.”  
 
As indicated in Chapter Three (page 108, point 3.2), if teachers and parents can 
provide early intervention in early reading skills to learners, this could prevent or 
lessen reading problems later (Haager, Dimino and Windmueller, 2007:7).  
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According to McGuinnness (2005:213), the home environment plays an important 
role in promoting general language competency and reading. In this regard, as 
indicated in Chapter Three (page 151, point 3.4), children that comes from families of 
low socio-economic status enter school with less-developed broad oral language, 
knowledge and less-developed literacy-related knowledge (Canine, Silbert and 
Kame‟enui, Tarver and Jungjohann, 2006:3). 
 
This poses a problematic scenario for teachers teaching reading skills. Powell and 
Caeau (2004:105-106) further argue that teachers must assume that parents want 
what is best for their children, since research links parental involvement to both 
academic and social success. 
  
They further state that they can get the parents involved through home visits and 
newsletters informing parents of class activities and asking them to volunteer. These 
are all ways to show respect to the families of these learners and to encourage their 
involvement.   
 
From the parent participants‟ view, it is clear that they expect the teachers to give 
extra attention to their children during class time, at break or after school. It is also 
apparent that some parents are willing to support their children, but others do not 
understand that they also have an important role in helping their child to overcome 
the reading barrier. Since this responsibility is not only the teacher‟s responsibility, 
but also the parents‟ responsibility, it is clear that this issue should also be 
addressed and discussed with the parents. 
 
TYPES OF READING BARRIERS WITH WHICH THE PARTICIPANT HAS TO DEAL  
 The teachers, health professionals and parents have difficulty in dealing 
with learners who do not recognise the letters and the sounds of the 
alphabet or phonics, and therefore, struggle to write one simple sentence. 
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Teachers, educational psychologists and parent participants experienced that most 
of the learners with barriers to reading often read from memory. 
 
Teacher participants pointed out that the learners who do not recognise the letters of 
the alphabet, sounds and phonics are struggling to read one simple sentence. These 
learners often omit letters and sounds, experience difficulty in breaking up words that 
they do not recognise. They further read word-for-word, without understanding what 
they read, and then they cannot recall it. They also cannot pronounce simple words 
and skip difficult words, while reading. 
 
Teacher participants feel frustrated because they feel they are not equipped to help 
them. Teacher participant 8 stated: “I am teaching these learners in the best way I 
know, but I am not sure if I am doing more harm than good, if we can just get some 
guidelines from the Department in how to help these learners in our class”. Teacher 
partipant 6 said: “The learner sometimes experiences difficulty to see or recognise 
the letters of the words correctly and then has to be referred for an eye test. If the 
eyes are the problem, the learner will get spectacles and then the teacher works 
from there.” 
 
In this regard, the educational psychologists indicated that there are many devices 
that learners with barriers to reading sometimes need to support them, for example, 
spectacles or hearing aids. Educational psychologist participant 17 stated: “These 
learners should be accommodated in terms of their weaknesses or their barriers, so 
that they can function optimally at their own level.” Educational psychologist 
participant 15 said: “We try to give these learners individual programmes, to help 
them learn the basic reading skills, but this is not always possible without giving 
assistance to the teacher to occupy the rest of the class.” 
 
Parent participants further indicated that they feel disappointed when the learners 
struggle to recognise or sound words independently. 
185 
 
Parent participant 22 said: “I feel stressful when my child cannot recognise simple 
words or some of the letters of the alphabet.” Parent participant 31 said: “I feel 
worried, what is going to happen to him one day when he is an adult and he still 
cannot read? This is my biggest concern that he is going to be dependent on other 
people because of his reading problem.” 
 
In this regard, Wearmouth, Soler and Reid (2002:1) indicated that learning to read is 
the first stage in becoming literate. According to Broun and Oelwein (2007:11), as 
indicated in Chapter Three (page 155, point 3.5), the current approach to reading 
instruction takes into account learning the alphabet, the sequence of the letters, and 
the sound or symbol associations needed to acquire the skills for learning to read. 
Starrett (2007:31-32) argues that children have to learn the shape and form of 
individual letters before they can start to read written words, as indicated in Chapter 
Three (page 154, point 3.5). 
 
Haager, Dimino and Windmeuller (2007:12) further state that word recognition is the 
ability to look at a word and automatically produce its pronunciation. Lewis and Ellis 
(2006:81) argue that children who spell words as they are in their heads do not have 
any phonological problem, but rather a limited knowledge of the spelling rules. 
 
Furthermore, as indicated in Chapter Three (page 104, point 3.1), reading has to be 
acquired and must be taught; our brains are not “tuned in” for reading, as opposed to 
the spoken language that is automatic and natural (Blaunstein and Lyon, 2006:9). 
They further argue that most learners can learn to read when they are provided with 
teachers who are trained, have effective instructional programmes and strong 
educational leadership (Blaunstein and Lyon, 2006:8). 
 
As indicated in Chapter Three (page 105, point 3.1), reading – in the Webster 
dictionary – is defined as”… to look at so as to understand the meaning of something 
written or printed” (Broun and Oelwein 2007:11).  
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Lewis and Doorlaag (2003:229), as indicated in Chapter Three (page 105, point 3.1), 
further state that word recognition and comprehension are the two most important 
sub-skills in reading.  
 
As indicated in Chapter Three (page 130, point 3.2.10), children need to know how 
to divide unfamiliar words mentally into syllables, in order to pronounce them. If they 
cannot do this, then they need more help in reading (Starrett, 2007:88).  
 
According to Kruger and Adams (1998:56), the behaviour, the environment and 
personal factors all influence one another in learning how to read. 
 
According to Santrock (2004:74), some childrens‟ families live in poverty; others, are 
economically disadvantaged; the parents frequently work late, and all these 
circumstances affect the learner‟s development and influence learners in and outside 
the classroom. 
 
 As indicated in Chapter Three (page 104, point 3.1), people are naturally born to 
process the spoken word; the written word, on the other hand, is a culturally 
determined skill that has to be taught and learned (Lewis and Ellis, 2006:23).  
 
From the above views of the teachers and the literature, it becomes clear that the 
learners who cannot read one simple sentence, lack the basic reading skills. 
Furthermore, the learners who are experiencing difficulty in recognising the letters of 
the alphabet, sounds and phonics are struggling to read one simple sentence. It is 
therefore apparent, for teachers to be effective, that an instructional programme is 
needed in word recognition, sounds, phonics, word-for-word reading and 
comprehension.  
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Guidelines to the parents in rendering support to their children in all of the above 
reading problems will also have to be addressed by teachers.    
 
SUPPORT STRATEGIES IMPLEMENTED BY THE PARTICIPANTS 
 
 According to the teachers, they are implementing suitable reading material 
and extra lessons to support learners who are experiencing barriers to 
reading. 
 
Teacher participants indicated that the learners with barriers to reading need 
encouragement to read.  Teachers try to use easier reading material for the learner 
to read.  
 
Flashcards with phonics, words or short sentences are used to help the learner 
recognise the words or sentences in the reading book. Most of the teacher 
participants further indicated that they plan to give extra reading lessons during 
break or after school to these learners. 
 
Teacher participants further pointed out that they create an atmosphere that is 
conducive to learning, by making each learner feel important and praising them for 
each little achievement.   
 
Teacher participant 5 pointed out: “I prefer to keep the learners with barriers to 
reading on one side of the classroom and give them special attention after a lesson.” 
 
The above quotation is not in line with White Paper 6, where the National Disability 
Strategy condemns the segregation of persons with disabilities from the mainstream 
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of society (Department of Education, 2001:10). Teacher participant 10 believes: 
“Each teacher should make every lesson in every subject, a reading lesson and 
should bring in all aspects of the language where it is possible.The learner will then 
be a scaffold to his or her individual optimum within the group.”  
 
The above quotation corresponds with the writings of Vygotsky, where he stated that 
the key to learning is the active interaction between an adult and a learner; the social 
interaction is called scaffolding and the teacher support extends the learner‟s 
knowledge and understanding (Christensen, 2001:71).  
 
The teachers should make use of short assignments when working with learners with 
a learning barrier (Wood, 2002:94). Furthermore, Catts and Kamvi (2005:36) stated 
that appropriate intervention strategies for struggling learners are essential for 
children who are struggling with reading. Therefore, the reading material that 
learners with reading barriers read should be suitable to their reading needs (Ekwall 
and Shanker, 1993:17).    
 
From the above views and literature it becomes increasingly clear that the teachers 
are committed to help these learners by giving them extra classes and suitable 
reading material, but the teachers need guidelines to optimise their input. The idea of 
inclusive education is that the learners must be taught together – and not be 
seperated from the rest of the class. 
 
Teacher participant 6 prefers to keep these learners on one side of the class and 
give them special attention; by doing so, the teacher is at the same time labelling 
these learners. 
  
The rest of the class are getting the message that these learners cannot cope. While 
the teacher is busy with these learners, the rest of the class are unattended. 
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 Health professional‟s support is towards the training of a learner-support 
team to support the teachers in the classroom. 
 
According to educational psychologist participants, support centres have to be 
established at each school. This team is called an Institutional Learner Support 
Team (ILST); which consists of a few specially trained teachers that can support the 
teachers in the school. The ILST are linked to the District Based Support Team. 
 
Educators are trained in the Screening, Identification, Assessment and Support 
Techniques through workshops. This manual‟s main aim is to develop learners who 
are experiencing barriers to learning (Department of Education 2008:13). The  
information the teacher receive from this process supplies them with the necessary 
information on the learning process and enables them to identify these learners‟ 
strengths and weaknesses in learning. The teacher must complete the screening to 
receive an idea of the barrier and the support the learner will need. The remedial 
consultants, as part of the District Based Support Team, assist the educators on 
request.  
 
Their primary function will be to put in place properly co-ordinated learner and 
educator support services. These ideas of the Department of Education are evident 
in White Paper 6 which focuses on support systems in the classroom to overcome 
the barriers in the system that prevent the learners from meeting their full range of 
learning needs (Department of Education, 2001:17).   
    
According to the educational psychologist participants, remedial assistance must first 
be given through intervention programmes or extra lessons by remedial consultants 
and assessments at school level. If this intervention programme does not help, the 
learner gets referred to the educational psychologist, who can do further referrals, for 
example, to an occupational therapist or remedial therapist, if needed.  
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The learner can also be referred to a special school for learners with barriers to 
learning through the educational psychologist and the Department of Education. An 
example of such a school in Port Elizabeth is Westview Special School.  
 
Once learners with special needs have been placed in a mainstream class, they 
must be monitored constantly and closely – to ensure that the instruction is effective 
and meets their needs (Wood, 2002:179,191). As further indicated, support should 
be seen as an ongoing activity, and not just a response to a specific problem 
(Engelbrecht and Green 2007:160). In this regard, Wood (2002:18) stated that the 
inclusive model must be explored and instructional, physical and emotional support 
for teachers must be provided, as indicated in Chapter Two (page 95, point 2.17).  
 
According to White Paper 6, the objectives are to accommodate learners who are 
experiencing different learning difficulties and enable mainstream education and 
training to recognise and address these causes and effects in an ordinary classroom. 
 
 Teachers recommend highlighting the difficult words from the paragraph, 
as well as with pictures, individual and small-group reading, when teaching 
the learners with barriers to reading. 
 
Teacher participants indicated that when teaching the learners with barriers to 
reading, they first highlight the difficult words from the passage before the learner 
reads the passage. Then they read by looking at the picturesand formulating their 
own words, individual and small-group reading. 
 
By highlighting the difficult words that the learners are about to read and then 
explaining the meaning of the words to the learners, these teachers are incorporating 
listening skills.  
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During this support strategy, the teachers let the learners read the words aloud. They 
must listen to their reading of the words to determine whether it is being pronounced 
correctly. Then the teachers will use the concrete objects in the classroom to 
highlight the difficult words in the paragraph. They also make use of flashcards to 
highlight and introduce difficult words. The learners must then make use of their 
auditory and visual memory to repeat the word.  
 
The teacher participants actively involve them in the content of the story by asking 
them questions after explaining the difficult words. Teacher participant 8 said: “I 
show the learner exactly what difficult word to highlight while I am highlighting mine 
in the text, then I explain each word to the learners in detail.”  
 
This corresponds with the meaning of Santrock (2004: 58), who stated that children 
benefit when their parents and teachers actively engage them in conversation, asks    
them questions and emphasise interactions rather than directive language. 
 
During picture-reading the teacher discusses the story by making use of pictures to 
build the story. The teacher finds out during the discussion whether the learners 
understand what the story is about and whether they can relate to the story through 
the pictures. The teachers further stated that after the discussion and picture-
reading, words are introduced to the learners and then short sentences. 
 
Teacher participant 5 said: “After the learners read the pictures and they understand 
the content of the story, I start to introduce words with a picture to read.” In this 
regard, it is important to take note of Vygotsky‟s idea that language is socially based, 
and children who use a lot of private speech are more socially competent than those 
who don‟t (Santrock, 2004:52-53). It makes the interaction between teachers and 
learners during picture-reading, individual reading and small-group reading very 
important. 
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Teacher participants indicated that during individual reading they start with an 
introduction to the story, explaining to the learners where the story takes place and 
what happens to get them interested in the story. The teachers revise the sounds, 
letters, repeat the look-and-say procedure, and say a few simple words before the 
learner starts to read individually.  
 
Teacher participant 2 said: “I feel that the learner gains more and performs better 
individually because here I am able to determine exactly what and where the 
problem is and work from there.”  
 
Teacher participants further indicated that when teaching small-group reading, the 
teacher divides the class into smaller groups, for example five in a group, and they 
read together as a group. If a learner cannot recognise a word, the rest say the word 
out loud, and the learner learns that word by repeating or saying it at the same time. 
 
The slower learner feels more confident to read in a group than to read as an 
individual, where everyone in the classroom can hear the mistakes he or she makes 
while reading. Teacher participant 13 said: “The learners who experience reading 
problems will experience a bit of success during group reading and at the same time, 
it helps with the participation of reading in the class.” 
 
When teachers work with learners with learning disabilities, they should sequence 
the learning tasks into steps that children can successfully achieve (Wood, 2002:94). 
It is apparent from the teachers‟ responses above that they are doing this. 
Furthermore, it was indicated in Chapter Three (page 154, point 3.5), that teachers 
should encourage learners to read alone or with a friend, when they experience 
reading problems (Starrett, 2007:11). 
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It is clear from the feedback of the teacher participants that they are starting off with 
highlighting the difficult words in the passage, then doing pictures with word reading 
and then they read short sentences. 
 
After the learners are able to achieve the last-mentioned reading steps, the teachers 
involve them in small-group reading. Teachers, however, still need guidance to 
implement these strategies optimally. 
 
 Roleplay and the “buddy system” are utilized when teaching the learners 
with barriers to reading. 
 
Teacher participants indicated that they make use of roleplay when teaching the 
learners with barriers to reading. The teacher first starts off with various exercises for 
posture, phonemic exercises and speech and drama exercises – just to experience 
fun. Then they start reading words, sentences, a text and moving the body with the 
music. This is to bring the story across in a fun way. Participant 9 said: “If the 
learners dramatize the text or the story they read, they will remember that story for 
years to come”. 
 
The above quotation corresponds with the literature of Santrock (2004:51), where it 
is stated that Vygotsky believed that children can construct actively their knowledge 
and tasks that are too difficult for them to manage alone – with guidance and 
assistance from adults or more skilled children. 
 
 In this regard, through roleplay the child dramatises the role with the guidance of the 
teacher and is therefore actively involved in the content of the story. The child 
memorises the lines in the story and will therefore remember the story for many 
years.     
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Teacher participants further indicated that they are also making use of the “buddy 
system”, as a support strategy, when teaching the learners with barriers to reading. 
This means that the teacher takes a good reader to read a sentence, while the slow 
reader repeats the sentence. The teacher can also make use of a good reader to 
read to the whole class and the rest of the class repeats the reading. In this case the 
slow learner will not feel labelled. 
 
Most of the teachers indicated that they will place a slow reader next to a strong 
reader, and then they explain to the whole class why the content that they are about 
to read and the value of everybody‟s participation is so important. Teacher 
participant 8 said: “The buddy system works well, but it can be difficult in these 
overcrowded classes because you have to make sure everyone is following your 
instructions and is reading.” 
 
According to the teachers, these learners have fun through roleplay, while at the 
same time they are reading and learning their lines to recite. Through the “buddy 
system”, they read with support from the stronger reader. This corresponds with the 
literature of Santrock (2004:345) who pointed out that the social context plays an 
important role in learning to read, and knowledgeable readers in the class assist 
less-knowledgeable readers in learning to read.  These two strategies can assist in 
getting the learners to read, which is very important for the learners, since they can 
easily withdraw from reading, because they cannot recognise or pronounce the 
words in the text or story.  
 
From the above views of the teachers and the literature, the learners cannot be 
actively involved in both of these support strategies without the effective guidance of 
the teacher. From this, it becomes clear that the teachers will need guidelines to plan 
and implement these two support strategies optimally, so that these learners can be 
actively involved in the reading lesson, while at the same time learning to read. 
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THE PARTICIPANTS EXPERIENCED PROBLEMS RELATING TO THE 
IMPLEMENTATION OF INCLUSIVE EDUCATION 
 
 Teachers find it difficult to plan and organise their time to render support to 
learners who experience barriers to reading in their classrooms. 
 
Teacher participants indicated that they find it difficult to plan, manage time and to 
implement the multi-level curriculum in an inclusive classroom. 
 
They feel they lack these skills and need to learn them to be able to render support 
to learners with barriers to reading. Teachers all feel there is too much administrative 
work involved with Outcome-Based Education (OBE), and this means less time to 
give individual attention to those with barriers to reading in the mainstream 
classroom. Most of the teachers feel that remedial teaching is very important if you 
are teaching learners with barriers to reading in an inclusive classroom. 
 
The teachers feel they need more support from the department to help them to 
support the learners who are experiencing barriers to reading. Teacher participant 12 
said: “I do not know why the Department still refers to me as an educator, when I am 
more an administrator; there is so little time to plan how to teach your lesson 
effectively in an inclusive classroom.”    
   
According to Waugh (2003:120), time is a basic element in measuring change; 
therefore, it is important to include time dimensions in measures of performance. As 
indicated in Chapter Two (page 95, point 2.17), there are many mainstream teachers 
who are experiencing difficulties and concerns in embedding inclusive education in 
their day-to-day practice (Armstrong and Moore, 2004:39). 
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As indicated in Chapter Two (page 96, point 2.17), the curriculum planning must take 
into account the extent of the barriers to learning experienced by learners with 
Special Educational Needs (Farrell, 2003:33). 
  
From the above views and the literature, it becomes clear that the teacher 
participants need time to adapt to the new multi-level curriculum, and need some 
assistance in planning and managing their time in the classroom. According to the 
teacher participants, they are frustrated with all the administrative work that comes 
with the planning of the new multi-level curriculum. 
 
They are committed to render support to the learners with barriers to reading, but 
need guidelinelines on how to plan and organise their time effectively, so that these 
learners can overcome their learning barriers in the inclusive classroom setting. 
 
Learners with barriers to reading cannot keep up with the workload and with the 
passé set in the classroom. Teacher participants indicate that learners with barriers 
to reading cannot finish their work in time, because of time constraints in the 
mainstream classroom. 
 
The teachers indicated that learners, who try to finish their work within the given 
timeframe, cannot deliver presentable work because it is impossible with their barrier 
or lack of ability. Many of them do not complete their tasks, but just hand in an empty 
page with their names on. 
  
They further indicate that it is hard for the learners with barriers to reading to grasp 
learning material immediately. Teacher participant 3 said: “The learners that cannot 
read, struggle to complete any reading tasks without individual attention.” Teacher 
participant 13 further said: “The learners who cannot read or grasp the learning 
material will eventually develop a backlog.”    
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According to Woolfolk (1998:144), it is difficult for these learners to work 
independently, and that is why their homework is often incomplete. They then 
develop a backlog, and this affects their confidence level negatively.  Woolfolk 
(1998:144) further states that the learners do not understand why they cannot cope 
with their schoolwork and, therefore, remain passive and feel helpless. According to 
Christensen (2001:114), learners will focus on learning and achieving when they feel 
they belong and are valued. 
 
As indicated in Chapter Two (page 96, point 2.17), the mainstream school can 
accommodate the learners with barriers to reading by developing flexibility in the 
curriculum (Farrell, 2004:91). According to Wood (2002:170), as indicated in Chapter 
Two (page 99, point 2.18), the educator should strive to acknowledge that all 
students differ according to the instructional accommodation they need. 
 
As indicated in Chapter Two (page 98, point 2.18), when curriculum 2005 was 
initiated in South Africa, it was described as a single curriculum that was outcomes-
based, learner- paced and learner-based. This was supposed to provide access to 
education for all learners, regardless of their diversity (Wood, 2002:168).  
 
From the above views and the literature, it now becomes clear that the learners with 
barriers to reading cannot cope with the passé set in the classroom. They need extra 
time to finish their work or tasks effectively, and they need to work at their own pace.  
 
According to the teacher participants, the schools did not make any provision for 
accommodating the learners with barriers to reading in the classroom, by developing 
flexibility in the curriculum. These issues need to be addressed.  
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 Lack of resources is creating problems for the teachers, the health 
professionals and for the parents.  
 
The teacher participants are frustrated because the schools in the Gelvandale area 
do not have enough reading books to send one home with each learner daily. The 
learners with barriers to reading will get a chance on one day only in the week to 
take the reading book home, and they need to read every day to improve their 
reading ability. The teachers have to plan their reading lessons ahead, or they need 
to buy books out of their own pockets or make teaching aids for the lesson, for 
example small booklets or word charts with colourful pictures. Teacher participant 12 
said: “In this area all the schools need a library at their schools where the learners 
can take out books on their level to read just for fun and enjoyment.”  
 
Educational psychologist participants indicated that it is difficult for the teachers to 
teach the learners without the device that they need, for example a hearing aid, 
which is essential if they are experiencing a hearing problem. 
 
There are also too many referrals for the qualified educational psychologists to 
handle because there are not enough of them in our schools. The educational 
psychologist participants indicated that the Department needs to employ more 
educational psychologists to help with the workload.  
 
No staff had been appointed since 1994 at any school, as far as specialised services 
are concerned; only the schools that were lucky enough to have an educational 
psychologist at their schools retained them. There is no categorisation or 
differentiation of learners in the classroom – even in special schools. 
 
All the educational psychologist participants indicated that the roles they have to fulfil 
are too demanding. They need to be psychologists and social workers at their 
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schools because their learners all come from different backgrounds and 
communities, different socio-economic situations and have different behavioural 
problems. Educational psychologist participant 15 stated: “I am committed to the 
learners with barriers to reading, although I am frustrated with the workload”. 
 
In the past, the psychologist used to get governmental cars to use as transport to go 
to the different schools, if a learner needed to be tested. They do not have this 
transport service any more and if there are referrals, they must use their own 
transport or the principal of the school must ask one of the teachers to bring the 
learners to the centre or office from which the educational psychologist operates, 
with his/her own transport.  
 
Most of the people in the Gelvandale area are dependent on social grants for a living 
and are largely unemployed. There are no special schools in the area and the 
parents would have to pay for transport to and from the special school. 
 
Parent participants indicated that they cannot afford to send their child to a special 
school because they do not have money for transport and they are mostly 
unemployed. Parent participants further indicated that they feel that the reader must 
be sent home daily, so that they can assist their child who is experiencing barriers to 
reading. Parent participant 22 said: “I would appreciate it if the teacher can send his 
reading book home every day because sometimes he comes home with only a 
phonic chart to learn.” 
 
The above quotation corresponds with the ideas of Wearmouth, Soler and Reid 
(2002:334-335), who stated that the children‟s difficulty may be related to the lack of 
materials and literacy activities at home. 
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As indicated in Chapter Two (page 93-94, point 2.16), it is clear that additional 
funding would be required for special needs education and this funding would have 
to be sought from the provincial education budgets and door funding. 
 
In the context of the current low growth rate of South Africa‟s economy, and the 
budget that is allocated to education, it is unlikely that more public resources would 
be allocated to education in the next few years (Department of Education, 2001:37).  
 
From the above views of the participants, it is clear that the lack of resources at the 
schools hinders effective teaching, and creates problems for all the participants, as 
well as for the learners who are experiencing barriers to reading in an inclusive 
classroom. From the educational psychologist participants‟ view, it is clear that their 
workloads are too excessive. There is a shortage of much-needed devices that 
makes it more difficult for the learner with a barrier to reading to learn the basic skills 
of reading. The poor availability of transport creates problems when these learners 
are referred to them. These problems have to be addressed. 
 
Next, the above-integrated results will be discussed as findings of the research, in 
terms of further deduced common themes from the already identified themes 
presented above as the results of the research, as most apparent and uppermost 
important issues emerging from the above results. These themes can be identified 
as: 
 Teacher guidance. 
 Parental guidance. 
 
The findings of the study will now be discussed.   
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4.6 FINDINGS 
From the above discussion of the results, as well the literature (as discussed in 
Chapter Two) it is clear that the teachers and the parents need guidance. 
 
4.6.1 Teachers‟ guidance 
As indicated in the discussion of the results (page 172, point 4.5), the teachers 
experienced that the learners with barriers to reading lack motivation to read. They 
simply refuse to read, because they are afraid of making mistakes. As indicated in 
Chapter Three, (page 107, point 3.1), the goal of the teachers must be to help 
children to become enthusiastic and self-motivated readers, otherwise all their efforts 
and knowledge will be pointless (Harrison, 2004:41).  
 
They feel lost, frustrated and inferior towards the other learners who can read. This 
corresponds with the above literature in this chapter, where Woolfolk (1998:69) 
stated that a child who experiences difficulty in academics, group activities and 
making friends can easily develop feelings of inferiority. The teachers, consequently, 
feel that they need motivational guidelines to address these issues, so that the 
learners can become self-motivated, enthusiastic and feel more confident when 
attempting to read.  
 
According to the teachers, the reasons why these learners refuse to read are 
because they lack the basic reading skills; and, therefore, they cannot read one 
simple sentence. Most of them are confusing letters that look alike, for example b 
and d. They also leave out a sound or mispronounce a sound in a sentence. Also 
pointed out, was that most of these learners misidentify or substitute a word, insert or 
leave out a word and basic sight-words. They also experience difficulty in fluent 
reading and read word-by-word, and without the correct phrasing. 
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Furthermore, most of them read a text or story without any expression or 
understanding. According to Blaunstein and Lyon (2006:9), reading has to be 
acquired and must be taught because our brains are not “tuned” in for reading, as 
opposed to the spoken language that is automatic and natural, as indicated in 
Chapter Three (page 104, point 3.1). 
 
Powell and Caseau (2004:104) further stated that the general education teacher 
must take responsibility and ownership for students with disabilities in their inclusive 
classroom. 
 
The teachers pointed out that they are not sure whether what they are doing in the 
classroom to support these learners is correct. Therefore, the teachers stated that 
they need an instructional programme in confusing letters, leaving out a sound, or 
mispronouncing a sound in a sentence, misidentifying or substituting a word, 
inserting or leaving out a word, basic sight words, word-by-word reading and the 
correct phrasing, reading with expression and comprehension to support these 
learners. 
 
This corresponds with the writing of Armstrong and Moore (2004:40), who states that 
there should be opportunities for teachers to teach learners with additional needs in 
the mainstream classes, without solely relying on the expertise of the special 
educationist. In this regard, the teachers further stated that they need guidance in 
implementing the following strategies that they are currently using in the classroom, 
to support the learners who are experiencing barriers to reading. 
 
They stated that they are firstly starting off by highlighting the difficult words in the 
passage, then they do word-reading with a picture, and then they move on to reading 
short sentences. After the learners have achieved these last-mentioned steps, the 
teachers involve them in small-group reading. The teachers also stated that they 
make use of the “buddy system” as a support strategy, when teaching the learners 
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with barriers to reading. This means, as explained in Chapter Three (page 122, point 
3.2.7 ), that the teacher takes a good reader to read a sentence, while the slower 
reader repeats the sentence; or the teacher can take a good reader to read to the 
whole class, and then the rest of the class repeats the sentence.  
 
This corresponds with the writing of Santrock (2004:345), who pointed out that 
knowledgeable readers in the class can assist less-knowledgeable readers in 
learning to read. 
 
The teachers further indicated that they make use of roleplay when teaching the 
learners with barriers to reading. Through roleplay the learners can dramatise the 
role with the guidance of the teacher – and are therefore actively involved in the 
content of the story. The learner memorises the lines in the story, and will 
consequently remember it for many years. 
 
From the above strategies, it is obvious that the the learners cannot be actively 
involved in these support strategies without the effective guidance of the teacher. 
This corresponds with the writing of Santrock (2004:51) in this chapter that children 
can construct their knowledge and those tasks actively – that are too difficult for 
them to manage alone – with the guidance and assistance of adults or more skilled 
children. 
 
Therefore, it is clear from the discussion of the results, that the teachers need 
guidance to plan and implement these strategies optimally, so that these learners 
can be actively involved in the reading lesson, while at the same time learning to 
read. 
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Teachers further acknowledged that they experience difficulty in planning and 
organising their time effectively to implement the multi-level curriculum in an 
inclusive classroom. 
 
The teachers feel there is too much administrative work involved with (OBE), and 
this means less time to give individual attention to the learners who are experiencing 
barriers to reading in the mainstream classroom. The teachers teaching the learners 
in an inclusive classroom feel they also need guidance in adapting the curriculum, so 
that it can accommodate all the learners. The learners who are experiencing barriers 
to reading cannot keep up with the pace and the workload in the classroom. The 
teachers need time to plan and implement the support strategies that the learners 
with barriers to reading need in an inclusive classroom without feeling labelled. 
  
According to Waugh (2003:120), time is a basic element in measuring change,  
consequently, it is important to include time dimensions in measures of performance.  
 
Armstrong and Moore (2004:32) further stated that there are many teachers who are 
experiencing difficulties and concerns in embedding inclusive education in their day-
to-day practice. As indicated in Chapter Two (page 96, point 2.17), Farrell (2003:33) 
argued that the curriculum planning must take into account the difficulties 
experienced by the pupils with Special Educational Needs.  
 
From the discussion of the results, it became clear that the teachers need some 
assistance in planning their lessons, which include support strategies and managing 
their time in the inclusive classroom effectively. 
 
During the discussion of the results, it was clear that the over-crowded classrooms 
hinder effective teaching and are generating disciplinary problems. The teachers 
were of the opinion that inclusive education can work, if there were only fewer 
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learners in the classroom. This corresponds with White Paper 6, which states the 
high learner/educator ratios are imposing a burden on all professionals in the 
education system, in teaching, in management and addressing learners‟ barriers to 
reading (Department of Education, 2001:12, par.1.4.1).  
 
Powell and Caseau (2004:168) argue that many times, the learners misbehave in the 
classroom because their needs are not met. It could be that they did not understand 
the instructions, or the work is too hard for them, or the teachers‟ interaction with the 
learners in the classroom is too difficult to understand. It is, therefore, clear that the 
teachers need guidelines to teach the children in an overcrowded classroom.  
 
4.6.2 Parental Guidance 
From the discussion of the results, it is clear that the parents are concerned by the 
lack of motivation that their children are showing when reading a book at home. They 
are frustrated and are not sure what to do to get their children motivated to read. 
Most of the parents indicated that they either cannot read themselves, or do not 
know how to get their children interested in reading. Others stated that they have to 
pay their children with “eating goodies” or money to read.   
 
According to Woolfolk (1998:375), the humanistic approach in motivating learners 
means to encourage their sense of competence, self-esteem, autonomy and self-
actualisation, as indicated in this chapter. This means the learner has to be 
motivated to compete on their own level and feel that they can achieve anything 
successfully, according to their own ability. As indicated in Chapter Three (page 106, 
point 3.1) in the elementary and middle-school years the childrens‟ self-esteem and 
their motivation to learn to read decline even further (Tyner and Green,  2005:4). 
 
From the discussion of the results and the literature, the parents need guidance to 
empower and help them in supporting and motivating their children to read.  
206 
 
In this regard, parents feel quilty because they cannot always help their children – 
due to work commitments and coming home late from work. Others are illiterate, do 
not have teaching or learning skills and do not know how to help their children. The 
parents do, however, realise, that they have to work more closely with the teacher, 
but it is as if they do not take full responsibility for their children‟s school progress – 
because for the above- mentioned reasons. 
 
Santrock (2004:197) argued that it is important for teachers and parents to work 
together in teaching learners with barriers to reading.  
 
According to Bronfenbrenner‟s theory, the linkages between the family and the 
school constitute an important mesosystem (Santrock, 2004:77). As indicated in 
Chapter One (page 39, point 1.8), Chapter Two (page 85, point 2.12), Chapter Three 
(page 150, point 3.4) and Chapter Five (page 231-233, pont 5.3.2). The ecological 
theory of Bronfenbrenner focuses on the social contexts in which the children live 
and the people who influence their development.  
 
It is however, clear, that when a parent‟s involvement in their child‟s schooling is low, 
the child‟s level of achievement will also be low. The linkages between the school 
and the home are also very important in supporting the learner who is experiencing 
barriers to reading. 
 
From the above discussion of the results, it is apparent that the parents expect the 
teachers to understand and show tolerance and patience towards their children who 
are experiencing barriers to reading. The parents further stated that if they can get 
guidelines on how to support their children at home, they will try their best to help 
them or they will get someone who is literate to help them. According to McGuinness 
(2005:213), the home environment plays an important role in promoting general 
language competency and reading.  
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In this regard, children who come from families of low socio-economic status enter 
school with less-developed broad oral language skills, knowledge and less-
developed literacy skills. This poses a problematic scenario for teachers responsible 
for teaching reading skills.  
 
Powell and Caeau (2004:105-106) state that they can get the parents involved 
through home visits and newsletters informing parents of class activities, and asking 
them to volunteer. Another way to get the parents involve can be through parent-
teacher‟s meetings, where the teachers can discuss the learner‟s reading problem 
face-to-face with the parent.These are all ways to show an interest to the families of 
these learners.                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                    
 
4.7 SUMMARY   
In this chapter, the researcher has discussed the methodology, namely qualitative 
research and the tools of inquiry used in qualitative research. The main theme and 
the sub-themes that emerged from the analysis of data, and were obtained from the 
interviews and observation, were listed and discussed. The results of the empirical 
research, the implications thereof, combined with those of the literature study, were  
stated. From a discussion of the results and the literature, the important findings, 
namely: teacher guidance and parental guidance were also discussed.   
 
An important goal for any classroom teacher is to get all the learners to participate, in 
as many classroom activities as possible. This means that teachers must choose 
strategies that will help all the learners to succeed in the classroom.  
 
Therefore, teachers, teaching learners in the mainstream must take responsibility 
and ownership for the learners with barriers to reading who are included in their 
classrooms. 
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These teachers must collaborate with the other teachers, parents and other service 
providers; for example, psychologists needed to provide the best service to these 
learners in the inclusive classroom settings. 
 
The parents of the learners who experience barriers to reading in this research were 
mostly uneducated themselves or single parents working long hours. They want to 
assist their children, but guidance is needed from the teacher for their children in the 
mainstream. 
 
The methods some of them used to motivate their children to read clearly did not 
work. Some of the parents feel they do not possess the needed skills to help their 
children. Therefore, the guidance that the teachers gave to the parents in this 
chapter might come in useful.    
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CHAPTER 5 
 
PROPOSED LEARNER SUPPORT GUIDELINES TO EMPOWER TEACHERS 
AND PARENTS TO RENDER SUPPORT TO LEARNERS WHO EXPERIENCE 
READING BARRIERS IN AN INCLUSIVE SETTING 
 
5.1 INTRODUCTION 
 
The aim of this chapter is to provide guidelines to teachers and parents to support 
the learners with barriers to reading in an inclusive classroom. The researcher has 
based these guidelines on the information obtained from the literature studies 
presented in Chapter Two (Inclusive Education), Chapter Three (Reading Problems) 
and from the results and findings of the study in Chapter Four. 
 
5.2 PROPOSED GUIDELINES 
 
The following visual presentation (Figure 1) of the proposed learner-support 
guidelines for teachers and parents to learners, who experience reading barriers in 
an inclusive setting, encompasses all of the above-mentioned aspects. After the 
presentation of the guidelines, all the above-mentioned aspects will be discussed.  
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FIGURE 1: Proposed learner-support guidelines for teachers and parents of 
learners who experience barriers to reading in an inclusive setting. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
                        Types of reading problems and remediation 
 Confusing letters, for example b and d. 
 Leaving out a sound or mispronouncing a sound. 
 Hesitation or the inability to identify words. 
 Omission and insertion.  
 Basic and high frequency sight words. 
 Word-by-word reading and incorrect phrasing. 
 Comprehension efficiency. 
 Reading with expression. 
 
 
 
The need for teacher‟s guidance 
Regarding the lack of motivation in 
the classroom. 
 In teaching common reading 
problems in the classroom. 
 In the strategies currently used in 
the classroom to support learners 
who experience barriers to 
reading. 
 To plan and organise their time 
effectively and to adapt to the 
curriculum, to accommodate all 
the learners in an inclusive class. 
classroom.   
 
 
  
 experexperience 
 
Learners experience barriers to reading in an inclusive 
classroom. 
                
 
 
The need for parent‟s guidance 
 To help their children to 
improve their lack of 
motivation in reading. 
 Regarding their involvement 
in their children‟s schooling.  
 In assisting their children and 
to help them to overcome 
their reading barrier.    
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5.2.1 Discussion of the proposed guidelines 
 
5.2.1.1 The need for teacher’s guidance  
The results and findings in Chapter Four indicated that teachers need guidance on 
how to overcome the motivational problem that the learners with a reading barrier 
experience. Furthermore, participant teachers indicate that teachers should take into 
account the low self-esteem that these learners might have because of their barrier 
to reading. They can feel helpless and they might not believe that they can 
experience success. The learners need to be encouraged to believe that they can 
achieve success.  
 
According to Powell and Caseau (2004:29-30), learners are more attentive and give 
more attention to a topic that interests them. For example, some learners would 
enjoy reading the Wizards of Waverley Hills, because they love to read, or they could 
be asked to read one of these novels for an assignment and become so interested in 
it, that they want to read the entire series. This is an example where learners 
become motivated by self-interest. 
 
Therefore, teachers need to develop teaching strategies that will catch the attention 
of these learners, and hold it long enough, so that the individual‟s interest can be 
engaged. The learners must feel that the content is relevant and they have some 
mastery over it. The most powerful teaching occurs when a teacher helps learners to 
increase their competence by praising the learners when they participate in oral 
discussions. Effective praise provides the learners information about their progress, 
and it also communicates that the teacher is involved in helping them to reach their 
goal. 
 
As indicated in the literature study in Chapter Three, reading is a vital foundation in 
becoming a literate, educated person.  
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Poor reading skills are often the cause of poor academic performance. As indicated 
in Chapter Three (page 108, point 3.2), if teachers and parents can provide early 
intervention in early reading skills to learners, this could prevent and lessen any 
reading problems which might surface later. 
 
Accordingly, it is imperative that the teachers should receive guidelines on how to 
remedy common reading problems, so that the learners who experience barriers to 
reading can overcome these barriers.     
 
Furthermore, Powell and Caseau (2004:91) recommended different strategies to get 
all the learners to participate in the reading lesson in the classroom. The teacher can 
get the learners involved in reading by utilizing activities, such as role play, 
experiments and field trips. These concepts are filled with fun and learning, and are 
related to the learners‟ own lives and interests. The teacher needs to select a 
reading text of an appropriate reading level and explain the goals and objectives in 
each reading lesson. 
 
In this regard, the use of non-verbal signals and cues, which do not draw attention to 
individual learners, can encourage the learners who experience a barrier to reading 
to indicate that they need help with a specific reading problem. The teacher can 
ensure that learners experience success by beginning with simpler tasks and moving 
to more complex assignments. The learners‟ input must be incorporated in the 
curricular planning – in ways that will promote learners‟ sense of ownership, by 
allowing the learners to choose among alternative assignments, shorten 
assignments, or use clues to assist learners when working on assignments. 
 
In addition, Good and Brophy (2004: 139) have identified four personal qualities that 
teachers have to acquire to manage their classrooms successfully. The qualities that 
they must have comprise: the respect and affection of the learners, being consistent, 
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credible and dependable at all times; and they should know that they are responsible 
to teach these learners and not to mother them. 
 
Furthermore, teachers must value and enjoy learning and expect the same from their 
learners. The teacher can, for example, give the learners ten minutes of class time 
on a Monday morning to discuss what they did over the weekend.  
 
This time is important, because it is something they could all enjoy and look forward 
to, and it would provide teachers with information that could help them plan 
instructional activities around it. 
 
5.2.2 The need for parental guidance 
 
The results and findings in Chapter Four indicated that the parents need guidance 
regarding involvement in their children‟s schooling and reading ability. 
 
Powell and Caseau (2004: 105) state that it is important for the success of learners 
with special needs, to establish a good relationship with their parents, because it 
possess a day-to-day understanding of their children, which we as teachers may not 
have. 
 
Therefore, it is important for the teachers to encourage parents to be involved in their 
children‟s education. Teachers should assume that parents want the best for their 
children. Therefore, teachers should do home visits and inform parents of class 
activities and encourage parents to volunteer in the classroom or to share their 
wisdom. 
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The teacher, for example, may go to the learner‟s house to discuss his or her 
reading progress with the parents. Through newsletters, the parents can be informed 
of any class activities taking place, or ask to come and share their wisdom with the 
learners in the classroom. The above-mentioned are various ways of showing 
respect to the parents and to encourage their involvement in their children‟s 
schooling (Powell and Caseau, 2004:106). 
 
There are however, reasons why some parents find it difficult to be involved in their 
children‟s schooling. They may have negative attitudes based on their own bad 
experiences when they were at school. Many low-income parents and some cultures 
see teachers as authority figures and believe that it is the best to leave it to them to 
educate their children without any interference from home. At times, cultural and 
language barriers can also lead parents to maintain a respectful distance from 
schools. 
 
As indicated by parent participants in the findings in Chapter Four, time constraints 
lead to the the detachment of parents from their children‟s schoolwork.  
 
The parents are working long hours and are tired when they get home late at night, 
and so are the children. This is sometimes seen by the teacher as a lack of concern 
by the parents for their children‟s schooling. 
 
However, it remains important that teachers should include the parents in the 
decision-making process, involving their child‟s education. Furthermore, teachers 
and parents have to work together to identify common goals and solutions and to 
monitor the learner‟s progress in achieving goals to improve and overcome their 
barriers to reading. Interpersonal interaction between parents and teachers is very 
important for effective communication.  
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The teachers have to use their specific skills to show the parents that they need their 
knowledge and help, to be of maximum help to their child, and convey the fact that 
the parents‟ concerns are recognised and shared. 
 
Furthermore, the parents would want to be involved, if the teacher cared enough to 
include the parents – with their own needs and difficulties -- as well as the needs and 
difficulties of their children who are experiencing barriers to reading. Their active 
participation in their child‟s schooling will let the parents feel some success and a 
new sense of effectiveness.  
 
This will, at the same time, encourage the parents to assist their children with the 
guidance of the teacher with their reading barrier at home. When the children notice 
that their parents are involved in their schooling and are communicating well with the 
teacher, they will be motivated to read and learn at home.     
 
5.2.3 Types of reading problems and remediation  
The reading problems illustrated in Figure 1, represent the reading problems that the 
participant teachers experienced, as indicated in the findings in Chapter Four. 
 
 Confusing letters 
 
As indicated in Chapter Three (page 131, point 3.2.11), the more similar two letters 
are, the more likely it is that the learners will confuse them. As explained in Chapter 
Three (page 131-134, point 3.2.11), auditory and visual similarity are the two factors 
that can probably be the most confusing. The following sounds:  f and v, t and d, b 
and d, b and p, k and g, m and n, I and e, and o and u are auditorily similar sounds. 
The b and d, b and p, q and p, n and m, h and n, v and w, n and r are visually 
similar sounds (Carnine, Silbert, Kame‟enu, Tarver and Jungjohann, 2006:65). 
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In a confusing error, a learner might say the sound m for the letter n. The teacher 
should do the following:  
 Model the correct sound “Listen: Mmm.” 
 Test the learner on the missed letter; take turns between it and other previously 
identified letters that have been correctly identified. If the student said n for the 
letter m, the letter n would not appear in the review of letters for m. The teacher 
gradually increases the number of review letters that are included.  
 The teacher continues to alternate between the missed letter and familiar letters, 
until the students identify the missed letter correctly, after at least three other 
letters are tested prior to the missed letter. Example: first a test on m; then an 
alternating pattern of a, m, s, I, r, f, g, m. 
 Retest learners later in the lesson who have made errors on m, by pointing to m 
and asking, “What sound?” If the learner says the wrong sound, the teacher 
should follow the procedure in steps 1 and 2. (Carnine, Silbert, Kame‟enui, Tarver 
and Jungjohann, 2006:74). 
 
According to Grove and Hauptfleisch (1982:190-192), the following activities can 
help when learners confuse letters, for example b and d. 
Wall chart:    
  
                 
 
 
The teacher explains the following to the learner who is confusing the b and d: 
 The word bed begins with the b-sound and ends with the d-sound. 
 The vertical lines of b and d form the posts of the bed, so that he can be 
comfortable. 
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 The teacher points to the wall chart deb, to show how uncomfortable it is to lie on 
this bed if the b and d are changed around. The learner should now remember 
that bed starts with a b-sound and ends with a d-sound. 
 Before reading or writing a few of the words containing the b and d, the learner 
should look at the wall chart to confirm what was previously taught (the difference 
between the b and d). 
  Build words with b and d. For example: Build words beginning with a b, 
beginning with d, ending in a d and words beginning with a b and ending in d. 
(Chapter Three, page 132-133, point 3.2.11).   
 
These activities, as indicated in Chapter Three (page 131-134, point 3.2.11), can 
help to remediate confusion of letters that sound or look alike. 
  
 Leaving out a sound and mispronouncing a sound 
 
A learner who experiences difficulty in pronouncing a word correctly, while reading a  
story, are experiencing poor pronunciation skills (See also Chapter Three, page 136, 
point 3.2.13). A syllable is a word or part of a word that is pronounced with a single 
uninterrupted vowel sound (Greve, 2007:159-160).  
 
Children need to know how to divide unfamiliar words mentally into syllables – in 
order to pronounce them properly, if they need more progress in reading (Starrett, 
2007:88).  Most learners leave out a sound or mispronounce a sound when blending 
sounds to form a word.  
 
Mispronouncing a word can cause miscommunication, where the teacher is unable 
to understand what the child is reading; therefore, it has to be corrected (See also 
Chapter Three, page 134 point 3.2.12).  
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Carnine, Silbert, Kame‟enui, Tarver and Jungjohan (2006:39, 74, 165) present the 
following correction procedure, which is identical for both types of mistakes 
mentioned above:  
 The teacher says the word “Ssssaaaad.” The learner says “Sid” instead of “Sad.” 
 The teacher says the correct answer, “Sad.” 
 The teacher models the entire task: “My turn (Pause.) Ssssaaaad. What word?” 
“Sad.” 
 The teacher takes the lead: “Do it with me.” Ssssaaaad. What word?” (Signal) 
“Sad.” Teacher says “Sad” with the learners. 
 The teacher tests: only the learner responds. “Your turn. (Pause) Ssssaaaad. 
What word?” (Signal) “Sad.” 
 The teacher returns to the first word in format: “Let‟s see if you can do all the 
words without making a mistake.” For example sell, if, rat, am, fit.  
 Praise the learner who got the answers right; this motivates other learners and 
keeps the lesson positive.    
   
 HESITATION ERROR OR THE INABILITY TO IDENTIFY WORDS 
 
If a learner stops to read a word, while she/he is busy reading a text or story, it might 
be because the learner is unable to identify the word. 
   
The correct procedures to follow, if a learner hesitates or is unable to identify a 
word while reading a passage or a story, are also indicated in Chapter Three 
(page138, point 3.2.15): 
 If the learner is unable to identify a word within a reasonable amount of time, no 
more than 3 to 5 seconds, the teacher tells the word to the learner. 
 Allowing the learner to struggle for too much time can be frustrating for the 
learner who is unable to figure out the word and can disrupt the flow of the 
lesson.  
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 If the learner is, however on the verge of figuring out the word, the teacher can 
allow the learner a few more seconds. The teachers must use their own judgment 
(Carnine, Silbert, Kame‟enui, Tarver and Jungjohann, 2006: 166). 
 
 OMISSION AND INSERTION 
 
If the learner leaves out a word it is called omission. If a learner adds a word it is 
called insertion. The following correcting procedure can be followed to remediate 
these errors, as indicated in Chapter Three (138-139, point 3.2.16): 
 The teacher tells the learner the error made and lets the learner read the 
sentence again. 
 For example: “You left out a word. Please read the sentence again.” The teacher 
says the word if the learner is unable to identify the word within a reasonable 
amount of time. 
 The same procedure is followed when adding a word. For example: “You added a 
word. Please read the sentence again.” (Carnine, Silbert, Kame‟enui, Tarver and 
Jungjohann, 2006:166). 
 
An example of a possible system that the teachers could use to record different 
types of decoding errors for struggling and at-risk readers is further elucidated in 
Chapter Three (page 137, point 3.2.13).  
 
 BASIC AND HIGH-FREQUENCY SIGHT WORDS 
 
The learner is unable to read some or all of the basic sight words. These words 
make up to 50 to 70% of the words in most of the reading material used. 
 
One of the examples is words with similar beginnings: when, where and what or this, 
that or those (Ekwall and Shanker, 1993:47) and Chapter Three (page 142, point 
3.2.20). 
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According to Haager, Dimino and Windmueller (2007:220), a high-frequency word 
is a word that is immediately recognised as a whole on sight – and without any 
analysis. The more high-frequency words learners know, the more fluently they will 
read. They do not have to stop to figure out unknown words, and this should also 
improve their comprehension skills. 
 
High-frequency words for example: them for then, was for saw, their for there, are 
mostly confused. They can be visually similar.   
 
In this regard, and indicated in Chapter Three (page 143, point 3.2.20), the following 
procedures for high-frequency sight words are recommended: 
 The teacher can give a word list of high-frequency words or create a word wall 
from the high-frequency words found during contextual reading in the class.    
 The learner reads the words from the lists or wall.  
 Five to seven words can be added to the word wall weekly, and practised as a 
group when preparing to leave the classroom for “break”, or words can also be 
written on separate cards, if the learner becomes nervous after seeing the list of 
words. 
 The new high-frequency words added during the week can be put on the outside 
and the inside of the door.  
 The learners then have to say the words on entering or leaving the classroom. 
 At the end of the week, this new list can be added to the classroom‟s high-
frequency word wall.  
 
 WORD-BY-WORD READING 
 
As indicated in Chapter Three (page 121, point 3.2.6), word-by-word reading is a 
common problem in reading, and it leads to a lack of fluency in reading. 
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The learner pauses after each word, and does not allow the words to flow, as they 
would in a conversation. The teacher can determine which factors are causing the 
word-by-word reading by following these steps: 
 Give the learner something to read at a lower reading level. If the learner 
continues to read poorly, it may be assumed that the learner has poor efficiency 
skills. 
 If the learner immediately improves, either decoding or comprehension can be 
considered to be the problem for the word reading. 
 Ask the learner questions about the material that was read word-by-word. If the 
learner cannot answer 75% of the questions correctly, the learner may be having 
comprehension problems (Ekwall and Shanker, 1993: 7). 
 
The following recommendations are given to learners whose word-by-word reading 
is caused by inadequate decoding ability:  
 Choose reading material on a lower level of difficulty. Use easy materials and 
encourage learners to read in greater quantities. 
 Ask the learners to write or dictate their own stories and read them aloud. Tape 
record this and compare it with their reading of less familiar stories read. Discuss 
the difference with the learners and their need for smooth fluent reading (Ekwall 
and Shanker, 1993:8).  
 
 INCORRECT PHRASING 
 
Incorrect phrasing is when the reader fails to read in the natural phrasing or 
linguistic units. The reader may fail to take a breath at the proper place and will often 
ignore punctuation marks, especially commas (Ekwall and Shanker, 1993: 11). 
 
As indicated in Chapter Three (page 141, point 3.2.19); Ekwall and Shanker (1993:8-
9); and Haager, Dimino and Windmueller (2007:243,246) further recommend the 
following strategies for the learner whose incorrect phrasing is caused by other 
poor efficiency skills: 
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 If the learners are unaware that they are reading word-by-word, tape-record 
each individual, while reading orally. Play the recording back, and take time to 
show the learner the inappropriate (word-by-word) and what fluent reading would 
sound like. 
 Provide a lot of opportunities for learners to receive practice in reading orally and 
silently. 
 Allow learners to pre-read material silently before asking them to read it orally. 
Allow them to ask you for help with difficult words during the silent reading phase. 
If they ask for help with more than 10% of the words, then the material is too 
difficult and should be replaced with easier material. 
 Provide experience with in-chorus reading – with two learners or with the entire 
class. The teacher will read the paragraph aloud to the learners, emphasising the 
necessary expression, pausing and changing the intonation by using the correct 
punctuation.  
 Give a series of timed silent-reading exercises. The adding of the time factor will 
often make the learner aware of the word-by-word reading. 
 Allow learners to choose stories that they feel are exciting and let them read 
these aloud. 
 Have the learners read and dramatise their conversations. 
 Have the learners read poetry. They should read it repeatedly, until it becomes 
easier. Poetry can also be read in partners. Partners can read to each other, or 
partners can read chorally in front of the class by supporting each other.  
 
 COMPREHENSION EFFICIENCY 
 
The reader‟s primary problem in learning to read involves learning to translate 
between the printed and the oral language. They are experiencing difficulties in 
accurately and fluently reading printed words. 
 
The struggling reader comes to school with adequate general language, ability but 
cognitive weaknesses that are limited in the area of literacy-related skills (Carnine, 
Silbert, Kame‟enui, Tarver and Jungjohann, 2006:3).  
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Many learners with reading barriers will never pass the fourth grade if they do not 
receive explicit instruction in comprehension strategies (Bursack and Damer, 
2007:261).  
 
The following techniques are recommended to increase the instructional 
efficiency of comprehension and to determine the learners‟ comprehension 
abilities:  
 Select a story in which the sentence structure, vocabulary demands and 
background knowledge needed to understand the story, are not overwhelming for 
the learners. 
 Preview the story to determine the vocabulary, figurative language or the 
background knowledge that the learners need to understand the story. 
 Teach any important background knowledge or vocabulary that needs to be 
understood, before reading the story. 
 Read the story a few times. During the readings, incorporate a variety of 
questions, and ask the learners to make predictions.  
 During the story reading, the teacher can also make predictions about what might 
happen. For example, “The zookeeper has forgotten to close the locks on the 
cages. I think those monkeys might be clever enough to escape from the open 
cages.” 
 Teach learners how to describe what happened in the beginning, middle, and end 
of a story – over an extended period of time. 
 Involve all the learners, in order to make the story reading highly interactive. 
 The teacher reads the beginning of the story again, and then asks questions 
about it. For example: Who was the story about? (character). Where does this 
story take place? (setting). What happened to____? or what was ____ trying to 
do? (problem). 
 The teacher summarises what happened at the beginning of the story. The 
learners are now asked to tell what happened at the beginning of the story, 
including information about the character, the setting and the problem. 
 If the learner leaves out any important information, the teacher can ask a 
question to discover the information.  
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 The teacher then reads the middle of the story, and follows the same basic 
procedure of asking questions, summarising the information. Then ask a few 
learners to retell these events. The same procedure is followed after reading the 
end of the story. 
 The teacher now asks the following questions: What happened in the beginning 
of the story? What happened in the middle of the story? What happened at the 
end of the story? 
 Simple story maps with boxes to indicate the sequence of story events are 
helpful. The teacher can write the information in the box when retelling the story 
correctly. 
 The learner can later use the story map to summarise and retell the main events 
of the story (Haager, Dimino and Windmueller, 2007:262-264; Carnine, Silbert, 
Kame‟enui, Tarver and Jungjohann, 2006:214-216; and Tyner and Green, 
2005:68-69), as indicated in Chapter Three (page 115-116, point 3.2.4). 
 
An example of a story map is given in Chapter Three (page 116, point 3.2.4). The 
teachers can use this example. 
 
Carnine, Silbert, Kame‟enui, Tarver and Jungjohann (2006:171); and Haager, Dimino 
and Windmueller (2007:13) further state that fluency is the ability to read a text 
accurately and quickly. Fluent readers recognise words automatically, group words 
quickly to help them gain meaning from what they read, read aloud without any effort 
and with expression. 
 
When the learners read with expression, they pause at times and at punctuation 
marks, dividing text into meaningful chunks, emphasising the appropriate words, 
reading quotations and reflecting the mood of the character speaking.  
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 READING WITH EXPRESSION 
 
As indicated in Chapter Three (page 124-125, point 3.2.8), once learners can read 
fluently, the next step will be to read with expressssion; which can reinforce their 
reading comprehension. The following procedures are recommended to help the 
learner to read with expression: (Carnine, Silbert, Kame‟enui, Tarver and 
Jungjohann, 2006:171-172): 
 The teacher reads a sentence; and the learners must then read it together 
several times in the same way – with all the necessary expressions that the 
teacher used. 
 Learners are instructed to keep their fingers on the first word in the sentence, and 
then to follow with their eyes as the teacher reads. (Pointing to the first word 
enables the learners to quickly find the beginning of the sentence, when it is their 
turn to read). 
 The teacher then asked a few individuals to read the sentence with expression. 
When the learner can read the first sentence with expression, the teacher adds a 
second sentence to the sequence. 
 The teacher reads the first and second sentences together; and then asks the 
group and individuals to read with expression from the beginning. 
  This procedure of adding a sentence is repeated for each new sentence, so that 
the learners can read a sequence of sentences at the end of the lesson.  
 The learners can also practise reading with expression together in pairs, as well 
as reading chorally. 
 Exercises for teaching reading with expression should be done every day, until 
the learners can read new material with expression without the help of the 
teacher. 
  
In addition, Carnine, Silbert, Kame‟enui, Tarver and Jungjohann (2006:179), 
recommend the following steps the teacher can use to encourage home reading. 
This can also help to improve fluency in reading: 
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 The teacher explains the importance of extra reading to the parent, and asks the 
parent to fit in daily a minimum of 5 minutes – in which the child has to read a 
hundred-word passage taken from a book three times to the parent. 
 The teacher can send books on the learner‟s individual level home, so that the 
child can read silently or to the parent. 
 The parent writes down each day how many minutes the child has read. The 
learner brings the calendar once a week to school on a specific day suggested by 
the teacher. 
 To motivate the learners, the teacher can put the minutes read by each individual 
on a chart. 
 A goal with a special event can be planned. For example, “When the class 
reached the 10,000 minutes at home, the class can then have a free fun period 
outside the class, as a special reward.” 
 Individual motivation systems might be needed for some children. 
 After several of the other learners have read, the teacher should call on the same 
learner again to read. Losing a reading turn is often the best motivation for the 
learner to follow along with the rest. 
 Those learners whose reading rate is slow may not start reading when asked to. 
 The teacher must make it clear to the learners that she expects them to actively 
follow along when other learners are reading. 
 
The teacher can record the learner‟s performance on a photocopy of the page the 
learners are reading. The teacher also writes the learners initials over the word when 
coding, as presented in the coding activity in Chapter Three (page 119-120, point 
3.2.5).  
 
To ensure the effectiveness of support for learners and parents, the influences, 
interactions and inter-relationships between the teachers and the parents and all the 
systems that influence them, should be integrated.  
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The proposed guidelines will now be discussed, according to Bronfenbrenner‟s 
integrated ecological and bio-ecological theory.   
 
5.3 PROPOSED LEARNER-SUPPORT GUIDELINES ACCORDING TO         
      BRONFENBRENNER‟S ECOLOGICAL AND BIO-ECOLOGICAL  
      THEORY 
 
It is clear from the literature study in Chapter Two (Inclusive Education), Chapter 
Three (Reading Problems) and from Chapter Four (Execution of the Empirical 
Study), that learners who experience barriers to reading need support within an 
inclusive classroom. These learner-support interventions have to take into 
consideration all the influences, interactions and inter-relationships that these 
learners encounter.  
 
As discussed in Chapter Two, (page 89-90, point 2.15), inclusive education takes a 
systematic collaborative approach to classroom education, where learner support is 
very important. Furthermore, White Paper 6 (Special Needs Education, Building an 
Inclusive Education system) states that teachers should remove all barriers to 
learning in all systems that have an influence on the learner (Department of 
Education, 2001:7). Therefore, Bronfenbrenner‟s ecological and bio-ecological 
theory is applicable and relevant to this study. 
 
This systematic approach of inclusive education includes the microsystem, the 
mesosystem, the exosystem, the macrosystem and the chronosystem. 
  
Bronfenbrenner‟s ecological and bio-ecological systems, and how they influence 
learners who are experiencing barriers to reading, as well as the influence each 
system and its sub-system has on one another – and, the role that the teachers and 
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parents play in each sub-system – are described in Figure 2. This provides a 
diagram of the various sub-systems, according to Bronfenbrenner‟s ecological and 
bio-ecological theory. 
 
A detailed description of these sub-systems and the roles they play, as well as how 
they influence the learner‟s who are experiencing barriers to reading in the 
classroom, will be discussed after Figure 2.    
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Figure 2 constitutes the researcher‟s schematic interpretation of the sub-systems 
within systems, how they all influence each other, and how they finally all influence 
the learners who are experiencing barriers to reading. 
 
This schematic interpretation is based on the results of the literature study conducted 
in Chapters Two and Three, and the empirical study in Chapter Four, integrated with 
Bronfenbrenner‟s ecological and bio-ecological theory. The reciprocal relations 
among all the systems and their sub-systems are indicated in the figure by the 
arrows pointing both ways between each system. 
 
Each system and sub-system, with its influence on the learners who are 
experiencing barriers to reading, will now be discussed. 
 
 5.3.1 The Microsystem 
As indicated in Chapters One (page 39, point 1.8), Two (page 84-85, point 2.12), 
Four (page 180, point 4.5) and in the above Figure 2, Bronfenbrenner‟s microsystem 
refers to the direct influences the learner experiences on a regular basis.  
 
This involves in particular the family environment (parents, siblings, grandparents 
and other family members), the school environment (teachers, principal, curriculum, 
school support staff) and the peer groups that interact daily with the learner at school 
and in the community.  
 
Some parents of the learners with barriers to reading develop feelings of guilt 
because they are unable to help their children with their reading – since they 
themselves cannot read. Most of these parents did not finish their primary school 
career, are illiterate and do not have teaching or learning skills. 
231 
 
Others have to work long hours for financial reasons, and are at times, too tired to 
assist their children with their schoolwork. 
 
These emotional barriers can put a lot of strain on the family unit, and may have a 
negative influence on the learner who experiences barriers to reading. In order for 
these learners to overcome their reading barrier, the family environment should offer 
stability, support, understanding and love. 
 
Therefore, if all these aspects are not met, it could affect the ability of the learner 
with a reading barrier to overcome his barrier in an inclusive classroom and to 
ensure scholastic achievement within the inclusive educational system. 
 
As discussed in Chapter Four, (page 177, point 4.5), the parents should work closely 
with the teachers and give their children the necessary support they need, at home. 
 
5.3.2 The Mesosystem 
The mesosystem, as indicated in Figure 2, refers to the relationships that develop 
between the Microsystems, which are important to the positive interaction of all the 
systems, to ensure the effectiveness of each system. 
 
In the mesosystem, the family and the child‟s system consist of different aspects, 
such as: the parent‟s relationship with the child and with the rest of his or her 
siblings; the child‟s own relationship with his or her siblings; the relationships with 
other family members, for example, grandparents, aunts and uncles that live with the 
family also affect and influence each other within this system. 
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The relationship that the learner has with the school system is also vital. This 
consists of the relationships the learner has with the principal, the teachers, the peer 
group of the learner and other learners, the school curriculum, the support team 
within the school environment and the relationship with their parents. 
 
The school should be equipped, both with the necessary resources and 
professionally trained teachers, to screen, identify, assess and support the learners 
who experience barriers to reading in an inclusive classroom. This is, unfortunately, 
not the case at present, as many teacher participants felt that they are not suitably 
trained to assist learners who are experiencing barriers to reading. 
 
Many teachers indicated that they are not sure whether what they are doing in the 
classroom situation to support these learners is correct; and they felt that they 
needed guidelines. 
 
The relationship between the teacher and the learner was, therefore, not one of 
confidence, acceptance and support – as many of the teachers felt that they were 
not empowered with the necessary guidance and knowledge to assist the learners. 
 
It is therefore imperative, as stated in Chapter Four (page 177, point 4.5), that 
teachers should have guidelines to support learners who are experiencing barriers to 
reading within the inclusive classroom environment. This would facilitate the 
establishment of functional institutional level support teams, whose main function is 
to support and guide their fellow teachers and concerned parents in assisting the 
learners with barriers to reading. This support and guidance from the school will 
ensure that the relationship between the learner, the school and the family are all 
conducive to reading. 
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The district-based support teams‟ chief function is to render support to schools, 
teachers, parents and the general community, in the screening, identification, 
assessment and support needed by the learners with barriers to reading within the 
inclusive classroom set-up. This support is in agreement with the following 
educational document, which stipulated that district-based support teams should be 
available to parents, teachers and the community (Department of Education, 
2008:24).  
 
Peer groups play a very important role in the emotional and psychological wellbeing 
of the learners with reading barriers. It is vital that all learners, regardless of their 
reading barrier, be treated the same within an inclusive setting. The learners who are 
experiencing reading barriers are not separated from their peers who can read in an 
inclusive classroom.  
 
The peers that are strong readers can assist the learners who are experiencing 
barriers to reading by making use of the “buddy system”, as indicated and explained 
in Chapter Three (page 122-124, point 3.2.7). 
 
Therefore, it is imperative that all learners should understand that they may not all 
look the same or have the same abilities, but the stronger learner could assist their 
weaker peers in their barrier to learning and development. The peers with reading 
barriers should not be treated differently from their peers, who are better readers. 
 
In addition to the above, the school curriculum should be reviewed and adapted to 
incorporate all aspects of the inclusive educational system. This will ensure that 
learners are taught in an inclusive classroom, acknowledging that some learners are 
different, and giving the reasons for their difference, and how these learners need to 
be assisted. 
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Suggestions regarding support strategies to teachers and parents could be 
implemented within the classroom, to meet the needs of learners who are 
experiencing reading barriers. These suggestions will now be discussed. 
 
Barriers to reading, as identified in the literature study in Chapter Three and the 
empirical study in Chapter Four, will now be the area of focus. 
 
5.3.3 The Exosystem 
As indicated in Chapter Four and again in Figure 2, the exosystem includes 
environments in which the learners are not directly involved, but environments that 
may still influence them. 
 
These influences include the parents‟ work place, health professionals and their 
services, the general community and churches. 
 
The roles of the professionals that have an influence on the learner who are 
experiencing barriers to reading as these roles emerged from the discussions on the 
results of the empirical research in Chapter Four will now be discussed. These 
professionals could include the teachers and the educational psychologists.    
                  
5.3.4 The Macrosystem 
As discussed and indicated in Figure 2, the macrosystem refers to the attitudes, 
beliefs, values and ideologies within a particular society and culture that play an 
important role in the acceptance or rejection of policies and theories. The 
macrosystem includes the system as a whole, with all the sub-systems, within which 
the learner functions. In this study, the attitudes and involvement of the parents, 
teachers and professionals towards the learners who are experiencing barriers to 
reading will be the most important.  
235 
 
As indicated in the empirical study in Chapter Four, the attitudes and beliefs of 
parents, teachers and health professionals all play an important role in the reading 
development of the learner who has a barrier to reading. It is however, clear from the 
results of the empirical study, that many parents and teachers tend to lack the 
necessary knowledge and confidence – to effectively support and guide the learners 
who are experiencing barriers to reading in overcoming these barriers. 
 
Furthermore, as indicated in Chapter Four, the teacher participants mentioned that 
most parents of these learners‟ are not involved in their children‟s schoolwork 
because of time constraints; they work long hours and are too tired when they come 
home. Another reason could be because of their intellectual ability; they are unable 
to support their children, either because they did not attend school, or because they 
did not finish high school. 
 
In this regard, as indicated in the empirical study, some parents felt that if they could 
receive guidelines from the teachers how to support, motivate and help their children 
with their reading problem, they would do this. 
  
The chronosystem will now be discussed. 
 
5.3.5 The Chronosystem 
As discussed in Chapters One (page 40, point 1.8) and Two (page 86-87, point 
2.12), of this study and indicated in Figure 2, the chronosystem refers to the 
developmental periods and timeframes that cross through and interact between the 
above-mentioned systems and the influence they have on the development of the 
learners who experience barriers to reading. The learner‟s stage of development will 
have an impact on all the above-mentioned systems. 
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In this regard, the timeframe within the learner‟s family is important and can have an 
influence on the learner‟s development. For instance, when an older sibling is in the 
process of leaving the home, the parents might have now more time to spend with 
the sibling who is experiencing a barrier to reading. In addition, one would expect 
these learners to get a lot of support from their parents regarding their schoolwork, 
but in reality this does not always happen. This might have an impact on the family‟s 
micro-relationships, since the learner and the parent can become frustrated with 
each other.  
 
It might also influence the way the learner has to function in all the other systems 
(Swart and Pettifer, 2006:12).  
     
According to White Paper 6, inclusive education will be faced according to a 
timeframe, as was discussed in Chapter Two (page 68-69, point 2.8). This time-
frame will have an influence on the support available to learners and teachers. 
Therefore, it is important to note how far implementation has progressed at this 
specific time. 
 
According to this timeframe, the short- and medium-term steps should already have 
been implemented. However, the long-term steps will be completed only by 2021 
(Department of Education, 2001:37-43). It is, however, a fact that the 
operationalisation of these timeframes is sometimes problematic, and does not 
always manifest in all situations equally. 
 
However, in order for learners who are experiencing barriers to reading, to receive 
effective learner support in overcoming their barriers, a general understanding of the 
influences of all the above-mentioned systems on the learners and on each system 
is needed. 
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A fully integrated discussion that incorporates Figures 1 and 2, stating the supporting 
roles and the guidelines for teachers and parents to help the learners with barriers to 
reading to overcome their reading barrier will be presented in Figure 3. This 
interpretation is based on Bronfenbrenner‟s ecological and bio-ecological theory on 
systems, and how they interact with each other and all the sub-systems.   
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5.4 THE MICROSYSTEM 
The supporting roles and recommendations will now be indicated, as presented in 
this sub-system. 
 
Parents 
 As discussed in this chapter, parents need to become more involved in their 
children‟s schooling, in order to help the learner to overcome any reading barrier. 
Teachers have to show parents that their concerns regarding their child‟s reading 
barrier are recognised and shared.  
 In this regard, teachers should do home visits and keep parents informed of any 
class activities that will take place. If there is a lesson on an occupation, teachers 
should encourage parents to come and share their knowledge and expertise with 
the learners in the classroom. As an example, if the father is a fireman, he can 
read or tell stories on the safety measures that need to be taken in case of a fire, 
bring a toolkit to show the learners what might be used during a fire, or the 
teacher can ask the parent to take his children to the fire-station. This might 
encourage them to be more motivated, and it might also prompt them to want to 
read more about the subject matter under discussion. Parents should be 
encouraged to get involved in a school project with their children in the school or 
community – for example, a cleaning campaign where the children together with 
their parents pick up plastic or bottles that can be recycled. This will result in 
reading and schoolwork coming closer to the child‟s life at home, which plays a 
vital role in the child‟s reading development.    
 Teachers should be able to offer parental guidance to support parents who 
experience barriers to reading or who are illiterate. They should point out that 
they deserve to be parents, and that they have a substantial role to play in 
supporting their children. If the relationship between the parents and teachers is 
good, the parents might be motivated by the teachers to be involved in their 
children‟s scholastic career, and this might enhance their parental self-esteem. 
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Siblings 
 Parents and teachers can also involve older siblings in assisting younger siblings 
with their scholastic tasks and support them with their reading, if the parents are 
working late or have other commitments that need their urgent attention.  
 
Other family members 
 Other family members, for example, an aunt or uncle staying with the family can 
also form part of the child‟s support system. These family members can also be 
asked to assist learners with their scholastic work and reading. However, it will 
only be beneficial to the learner if the teacher is willing to give these family 
members guidance on how to assist the learners – in order to effectively support 
the learner with barriers to reading.  
 
5.5 THE MESOSYSTEM 
Guidelines for school principals, teachers, the current curriculum, peer groups, 
institutional level-support teams and district-based support teams will be presented. 
These guidelines should result in improved relationships between the indicated 
microsystems.   
 
Principal 
 School principals should ensure that the teachers attend regular workshops, 
which address barriers to reading in an inclusive classroom. 
 School principals should ensure that up-to-date literature on how to address 
barriers to reading is made available to staff and parents, so that they can 
enhance their skills and support learners with reading barriers effectively.  
 School principals can give the parents guidance through the school newsletters 
and emphasize the importance of reading to one‟s child at an early age, as well 
as the importance of reading in the family. The parents should lead by example, 
for instance, the learners must experience that when parents need to know more 
about a topic, they can consult books, newspapers, magazines, encyclopedias 
and so forth, to read up on any topic. 
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 The parents can buy the newspaper daily and ask the children to read only the 
headings of each article to them; this might encourage the learner with barriers to 
reading to continue reading, if there is an article in the newspaper that they want 
to know more about. 
 Further guidance can be given to parents during parent evenings, where the 
principal invites an expert who teaches learners with reading barriers to guide 
parents on how to assist and motivate their children with barriers to reading.  
 The principals should ensure that teachers have access to appropriate learner-
support material and should encourage teachers to make their own. In this 
regard, if the teachers struggle with the above issues, an expert should be asked 
to help these teachers to be able to make their own books. For example, copies 
of stories, on the reading level of the learner can be made out of children 
magazines, this can be bind together in the form of a reading book. Each learner 
in the class should have their own reader.  
 Reading books should be on different levels because not all the learners are at 
the same reading level although they are in the same class. 
 As indicated in Chapter Five (Fig.2), principals should ensure that inclusive 
education policies are adopted in their schools, and that all teachers are familiar 
with the latest departmental documents on inclusive policies and practices.  
 Principals should ensure that there is a fully functional Institution Level Support 
Team established in the school to support those teachers who are teaching 
learners with barriers to reading.   
 
Teachers 
 Teachers should familiarise themselves with the SIAS document.  
 Teachers need support from the District-Based Support Team to screen, identify, 
assess and support learners with barriers to reading. 
 Teachers should, at the beginning of the first term, be able to screen and identify 
learners with reading barriers timeously. 
 Assessment should be done by the teacher, in the form of an error analysis, while 
the learners are reading. If the teachers experience problems in the application 
thereof, they should ask the Institutional-Level Support Team for assistance. 
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 The curriculum should be adapted by the teacher to suit and meet the needs of 
every learner in the inclusive classroom. 
 Teachers should know their learners‟ strengths and weaknesses – to be able to 
remediate any reading barriers.     
 Teachers should attend all the workshops offered by the Department of 
Education to support and motivate the learners with barriers to reading. 
 Teachers should also empower themselves by reading books or by doing 
research on how to remediate common reading problems. These guidelines are 
stated in Chapter Three.  
 A programme should be set up by the teacher to remediate reading problems 
individually or in groups, according to the error-analysis report.  
 
Curriculum 
 The curriculum should be adapted so that the needs of all the learners are met. 
The teacher can ensure that learners experience success by beginning with 
simpler tasks and moving on to more complex tasks. The learners‟ input must be 
incorporated into the curricular plan by allowing learners to choose among 
alternative reading assignments or clues to assist the learners who have barriers 
to reading in an inclusive classroom.  
 
For instance, these learners need to start off by reading picture books with only one 
or two sentences on a page, and then move on to a book with more lines, until they 
can master a book at their own level of competency.  
    
Peer groups 
 Supportive peer groups may be encouraged, as stated in Chapter Four (page 
194, point 4.5) and Chapter Four in the form of the reading “buddy system”. In 
this system, the stronger reader reads with a less strong reader. This reading 
system encourages the learners who experience barriers to reading to read and 
experience a sense of “I can, if I try.”  
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Institutional-Level Support Teams 
 Knowledgeable Institutional-Level Support Teams should be established at all 
schools to ensure that teachers and parents have access to their expert 
knowledge and skills – in order to assist learners with barriers to reading in an 
inclusive classroom.  
 These Institutional-Level Support Teams can consist of remedial teachers or 
teachers who are teaching learners with barriers to reading. Health professionals 
and other knowledgeable people from the community can also be co-opted to 
serve on the ILST, when their expert knowledge is needed.  
 The types of reading problems that might occur in schools when teaching the 
learners with barriers to reading should be made available to the teachers 
working with these learners. The guidelines for the teachers on how to remediate 
these common reading problems, as stated in Chapter Three (page 107-146, 
point 3.2), should also be made available in schools. This will give the teachers, 
working with these learners more confidence in following the right procedures, as 
stated in Chapter Four. 
 The results of the empirical research confirm the fact that teachers need to be 
knowledgeable about the different types of reading problems that can occur in 
their classrooms. Therefore, it is of the outmost importance that teachers should 
be sensitised towards these problems – to empower them to identify them.  
 The principals should make sure that the ILST are fully functional at the school to 
support the teachers who experience difficulty in identifying and screening.  
 
Schools  
 Remedial teachers should be available at all schools to assist the teachers that 
have no experience in teaching learners with barriers to reading. This would 
ensure that effective teaching takes place in an inclusive setting. The teacher 
participants indicated that they are not sure whether what they are doing in the 
classroom is correct, and that they need guidance from a remedial teacher. 
Therefore, it is important for principals to have at least a remedial teacher at the 
school who can give the other teachers, together with the ILST, guidance on the 
remediation of reading barriers.   
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 All schools should be equipped with the necessary resources needed to cater for 
the learners who are experiencing barriers to reading in an inclusive classroom. A 
library equipped with the necessary reading material plays a vital role in the 
development of each learner‟s reading ability, especially in a community where 
there is no library or the library is not fully functional. Books on a variety of topics 
should be available in the library when the learners have to do research on a 
specific topic. 
 
District-based support teams 
 Support teams should be established in all districts and should be available to 
guide and support all teachers at schools within the district, on topics such as 
barriers to reading. 
  These teams should consist of knowledgeable, health professionals who can 
provide learner support and teacher guidance regarding strategies to teachers in 
teaching learners who experience barriers to reading.   
 These teams should ensure that the necessary resources are available to 
schools. These resources could include guidelines to support learners who 
experience barriers to reading, physical or material support, in the form of 
equipment or resources (Department of Education, 2008:10). 
 The ILST was formed at schools to support teachers who experience any 
difficulty regarding reading barriers in their classroom, and the DBST would then 
render support to the teachers from district level. 
 
5.6 THE MACROSYSTEM 
Guidelines for social structures and for the Department of Education will now be 
presented. 
 
Social structures 
 The South African government should financially assist all Government State 
schools with the upgrading of their facilities and/or devices that are needed to 
effectively teach learners with barriers to reading in an inclusive classroom. 
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 The South African Government should ensure that the demand for skilled health 
professionals, such as occupational therapists, educational psychologists and 
remedial therapists is met – to ensure that learners with barriers to reading can 
overcome their barriers.   
 
 Department of Education 
 General information on learner support to teachers, teaching learners who 
experience barriers to reading and their parents should be available at all 
schools. This would ensure that effective support is given to these learners. The 
Department of Education should present information gathered through workshops 
or research at all schools. 
 The Department should employ more teachers and educational psychologists to 
help with the workload of these professionals. Smaller classes would ensure 
more effective teaching. 
 The Government should establish different structures to provide the necessary 
support to learners who experience barriers to reading in the classroom. These 
structures could consist of assistant teachers, the ILST, DBST, teachers and 
parents. 
 The South African Government should provide all the necessary devices and 
learning material needed by schools to support learners with barriers to reading, 
for example, hearing aids, if they have difficulty in hearing the teacher in the 
classroom.   
 All schools should be built to accommodate learners with barriers to learning and 
development and should not be restricted to full-service or resource centres only. 
For instance, if the learner is using a wheelchair, the school should be built in 
such a way that it gives the learner easy access to the classrooms.  
 
5.7 THE EXOSYSTEM 
Guidelines for the workplaces of parents, churches and other religious organisations, 
health professionals and the community will now be discussed. 
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Workplaces of parents 
 Parents‟ places of work should be more accommodating, regarding aspects such 
as leave of absence, to assist learners who experience barriers to reading, for 
instance when the parents were asked by the teacher to take their child to an 
optometrist to get the child‟s eyes checked. 
 
The possibility cannot be overlooked that the learners might have problems with their   
eyes, and if this can be rectified through spectacles, there would be no reading 
barrier or the learners would be able to overcome such barriers.   
 
Churches and other religious organisations 
 Churches and other religious organisations should be encouraged to become 
involved in the support of families whose children with barriers to reading. For 
example, the teacher teaching these learners bible lessons at church can 
encourage reading by making use of role play where the learner has to read and 
act out one short verse given to them the previous week to read at home. This 
might motivate the learner to read at home, because of the fun and action that 
goes with it. This support from outside the school and home can only benefit the 
learner. 
 The congregation can perhaps raise funds or give a donation to the parents who 
cannot afford to pay for spectacles that would help the learner to overcome their 
visual problem, as well as their barrier to reading.  
 The expertise that people in the church have can be utilized, for example, if there 
is a psychologist or a remedial therapist in the church who is willing to share 
his/her service voluntarily, or at a much lower rate to the learner whose parents 
are perhaps unemployed or are struggling financially. 
  
Health Professionals: 
The empirical research in Chapter Four indicated that more psychologists should be 
employed by the Department of Education to help with the workload of these 
professionals at the District-Based Support Team. 
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There are too many schools in the district, and they all need help from the team. 
Unfortunately, there is only one psychologist per district, and it is impossible for the 
professional to be at more than one school at the same time, and also to finish the 
administrative work in time.  
 Health professionals should be committed to conducting home visits, and should 
work closely with parents to support learners with reading barriers. 
 For example, if the parents are unable to travel with their child due to financial, 
transport or disability problems, the neurologist or psychologist could conduct 
voluntary work in the community to support these parents. 
 The DBST should employ fully qualified health professionals to assist schools.  
  The ILST should build collaborative relationships with health professionals in the 
community, to support learners with barriers to reading.     
 Well-trained and skilled remedial teachers should be easily accessible at all 
schools. 
 
Community: 
 Communities should be aware that there are learners in the community who 
experience barriers to reading; and 
 The experts, for example, the psychologist, optometrist, occupational therapist, 
neurologist that are available in the community to help these learners could be 
advertised in the school‟s newsletters, leaflets and parent meetings. 
 
5.8 THE CHRONOSYSTEM 
The implementation of inclusive educational policies should be adhered to. Learners 
who experience barriers to learning have the right to be taught in an inclusive 
classroom. 
 
The guidelines for the implementation of inclusive education in South Africa 
presented certain timeframes, as proposed in White Paper 6 (Department of 
Education, 2001:1-56).  
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5.9 SUMMARY 
In this chapter, the researcher has proposed guidelines to teachers and parents to 
support learners who experience barriers to reading in an inclusive classroom. 
 
The proposed guidelines were outlined in Figure 1 of this chapter. A discussion of 
the need for teachers‟ and parents‟ guidance followed. The types of reading 
problems that the teachers, psychologists and parent participants pointed out during 
their interviews were discussed. Also pointed out, were the possible procedures or 
strategies that the teachers could follow to remediate these types of problems.  
 
Furthermore, the proposed learner-support guidelines were based on the ecological 
and bio-ecological systems theory of Bronfenbrenner. How these systems, namely, 
the micro-, meso-, exo-, macro- and chronosystem influence learners who 
experience barriers to reading and the influence each system and sub-system has 
on one another, as well as the role the teachers and the parents play in each sub-
system are displayed in Figure 2 of this chapter. 
 
Guidelines are given to teachers and parents to effectively support learners who 
experience barriers to reading (Figure 3) in this chapter. 
 
As presented in the microsystem, the supporting roles of the parents, siblings and 
other family members were discussed and possible support was recommended. In 
the mesosystem, possible guidelines for school principals, teachers, curricula, peer 
groups, Institutional Level Support Teams, schools and District-Based Support 
Teams were given. 
 
In the macrosystem, guidelines for social structures and for the Department of 
Education were given; and in the mesosystem, guidelines were discussed for the 
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workplaces of parents, churches and other religious organisations, health 
professionals and the community in general. 
 
Furthermore, under the chronosystem, it was stated that inclusive education policies 
should be adhered to.  
 
The next chapter will present the conclusions and the recommendations forthcoming 
from this study.    
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CHAPTER SIX 
 
SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 
 
6.1 SUMMARY OF CHAPTERS 
In Chapter One, the problem was stated and the sub-problems put forward. The aim 
and the research methodology of the study were discussed, as well as the 
programme of the study, together with the central concepts; these were stated and 
explained.   
 
Chapter Two contained a literature review on inclusive education and educational 
policy in South Africa. The provision of learner and teacher support was stated. The 
aim of the chapter was to establish what guidelines inclusive education provides for 
support in the inclusive classroom. 
 
In Chapter Three, a literature review was provided on reading problems. Common 
reading problems that the learners experienced, their causes, manifestations and the 
remediation of these problems, were all discussed – from the literature. 
 
Chapter Four contained a description of the procedure, findings and results of the 
empirical research. The main results of the empirical research were the following: 
 
 Participants‟ feelings and perceptions regarding learners who experience barriers 
to reading. 
 Types of reading barriers with which the participants have to deal.  
 Support strategies implemented by the participants.  
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 Problems relating to the implementation of inclusive education, as experienced 
by the participants.  
 
The literature review and empirical research in Chapters One to Four, accumulated 
in the establishment of guidelines to parents and teachers to render support to 
learners who are experiencing barriers to reading in an inclusive classroom. These 
issues were represented in Chapter Five.  
 
6.2 CONCLUSIONS 
The results from this research lead to the following conclusions relating to the 
research problems. 
 
6.2.1 First sub-problem 
Do mainstream teachers have the necessary skills to render adequate support to 
learners who experience reading difficulties in their inclusive classroom? 
 
It is apparent from the interviews with the participant teachers, the literature review, 
and the discussion of the results of the empirical research as well as the research 
findings, that many teachers feel that they do not have the necessary skills to render 
support to learners who experience reading difficulties in their inclusive classrooms. 
 
The main reason, according to the teacher participants, for their hesitation in 
rendering learner support was that they were not sure that the support that they were 
currently rendering to their learners, who experiences reading barriers, was correct 
and applicable. Some teachers argued that they do not have any remedial 
experience or skills in rendering the necessary support to these learners.  
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Based on the literature study and the empirical study, guidelines were presented in 
Chapter Five for teachers to render reading support to learners who experience 
reading barriers.       
 
6.2.2 Second sub-problem 
Can mainstream teachers correctly identify the reading problems their learners 
experience by means of an error analysis? 
 
As determined from the interviews with the participant teachers, as well as the 
discussions on the results of the empirical research and the findings in Chapter Four, 
some teachers felt that they could identify the reading problems their learners 
experienced by making an error analysis of their reading assessment. 
 
Others confirmed that, at first, they were not sure if they could identify the reading 
problems their learners experienced, but with the help of the Institutional Level 
Support Team (ILST) fully operating in their school, they learned how to identify the 
reading problems that their learners experience, correctly. 
 
From all of the above-mentioned, it is clear that the participant teachers could 
correctly identify reading problems that learners experience in their classrooms. The 
remediation of these problems was, however, seen as problematic. In this regard, it 
is important to note that through the correct identification of reading problems, the 
teacher can make use of the guidelines to remediate these problems, as provided in 
Chapter Five of this study. 
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6.2.3 Third sub-problem 
How equipped are mainstream teachers to design a reading programme to alleviate 
reading barriers? 
 
As stated in Chapter Four (page 175 point 4.5) mainstream teachers were of the 
opinion that they lacked the necessary skills to render support to learners who are 
experiencing barriers to reading, let alone possessing the necessary know-how to 
design a reading programme to alleviate reading barriers. 
  
The teacher participants felt that the Department of Education had to design a 
reading programme to alleviate reading barriers, or they would have to create the 
necessary workshops for the teachers to attend. Through these workshops, the 
teachers might empower themselves or learn the skills on how to design a reading 
programme to alleviate reading barriers. 
 
Consequently, the researcher has established guidelines for the remediation of 
common reading problems (Chapter Five, page 209 point 5.2). These guidelines 
were based on the literature review in Chapter Three and on the results and findings 
of the study in Chapter Four.  
 
6.2.4 Fourth sub-problem 
How can guidelines be established to give parental guidance to parents of learners 
with reading barriers to learning? 
 
Parent participants stated that they needed guidance from the teacher who is 
teaching their children with barriers to reading.  
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As indicated in the literature study in Chapters One and Three, as well as in the 
discussions of the empirical research and findings in Chapter Four, most of these 
parents also experienced reading barriers at school and did not have the self-
confidence to render support to their children. Others are unable to render the 
necessary support to their children – due to the fact that they work long hours, and 
by the time they get home, their children are already sleeping or they are too tired. 
 
Therefore, the researcher established guidelines for teachers to empower them to 
render parental guidance to parents of learners with reading barriers. These 
guidelines were based on the results of the empirical research, as indicated in 
Chapter Four. See Chapter Five (page 210, point 5.2) for these guidelines. 
 
6.2.5 Fifth sub-problem 
How does the policy of inclusive education influence and provide guidelines to the 
teacher to render the necessary support to Learners with Special Educational Needs 
in the inclusive classroom?  
 
Inclusion, as stated in Chapter Two (page 51, point 2.4) is about schools, supporting 
all learners, within a locality and the system as a whole – so that the full range of 
learning needs can be met. The emphasis here is on good teaching strategies that 
will be helpful to all learners. According to White Paper 6 (Special Needs Education, 
Building an Inclusive Educational and Training System), barriers to learning can only 
be remediated if the Department of Education and Training establishes a 
strengthened educational support service (Department of Education, 2001:28). How 
the Department of Education could implement it will now be pointed out.  
  
The White Paper 6 (Special Needs Education, Building an Inclusive Education and 
Training System), explains how special schools will serve impaired learners on site, 
and how these schools will help teachers and schools as resource centres in a new 
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inclusive educational system (Department of Education 2001:24-25). These schools 
will be converted to resource centres and integrated into the District Support Teams, 
so that they can provide specialised professional support in applying the curriculum, 
assessment and instruction to the neighbourhood schools (Department of Education, 
2001:29-30).  
 
Furthermore, the Institutional Level Support Team at schools will work closely with 
the District-Based Support Team to provide this support for teachers at special 
schools or resource centres and full-service and other educational institutions 
(Department of Education, 2001:49).  
 
As stated in Chapter Two (page 55-56, point 2.6) the Draft Guidelines for the 
Implementation of Inclusive Education stated that there will be 30 full-service primary 
schools, one in each educational district. These will be equipped to cater for a 
diverse range of learning and teaching needs (Department of Education, 2002d: 38). 
 
Learners, who are best suited to a full-service school, will be those who require 
moderate support in the educational setting. Learners who need high-intensive 
educational support will continue to receive such support in special schools, and 
learners who need less intensive educational support will receive this in ordinary 
schools (Department of Education, 2001:15). For mainstream or ordinary schools to 
include every child, it might mean that the curriculum and learning activities in the 
classroom will have to be modified, to ensure that all learners can participate in the 
classroom (Chapter two, page 56 point 2.6).        
 
6.3 RECOMMENDATIONS 
This study focused on learners who experience barriers to reading, and the need to 
empower teachers to render support to these learners in an inclusive classroom.  
256 
 
Guidelines to empower teachers to render learner support were suggested, each 
followed by a discussion (see Figure 3 in Chapter five). These guidelines should be 
seen in conjunction with various recommendations, as briefly provided below: 
 
6.3.1 Towards teachers 
 Teachers should take note of the proposed guidelines, as discussed in 
Chapter Five, and apply them in their support efforts. 
 
 Teachers need to encourage learners to read, by making use of effective 
praising   on their progress or give them a book to read that interests them, 
and that is on their reading level, so that they can enjoy what they read. 
 
 Teachers should intervene frequently when they detect a reading problem, 
especially in the lower grades, in order to prevent reading barriers from 
developing. 
 
 Teachers need to empower themselves on how to remediate common reading 
problems, by attending regular informative workshops on the topic – in order to 
render the necessary support to learners who experience barriers to reading in 
an inclusive classroom. They can also study remedial teaching at a Higher 
Educational Institution, to broaden their skills in the remediation of reading 
problems. 
 
 Teachers should adapt the curriculum and their teaching strategies in the 
inclusive classroom to accommodate the learners who are experiencing 
barriers to reading. For example, start with simpler reading tasks and move to 
more complex assignments, or let learners choose among alternatives, or 
shorten their assignments. 
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 The teachers need to make use of different strategies to get all the learners to 
participate in the classroom. For example, make use of activities such as role 
play when they read. Learners can be given reading instructions to be able to 
carry out an experiment. Before a field trip, learners can be expected to read 
up on the location of the field trip, on the level of their reading ability, in order 
for them to experience success.  
 
 Teachers should build positive relationships with all of their learners and the 
parents of these learners, in order for learners to feel safe to explore. This 
would enhance the learners‟ ability to engage with the teachers on their 
reading difficulties, which would provide the motivation for overcoming their 
reading barriers. 
 
 Teachers should plan their time, so that they and their learners value and 
enjoy learning. For example, give 10 minutes of class time on a Monday 
morning to discuss what the learners have done over the weekend. Let them 
write it down and read it back to the class.   
 
 Have children work according to their own ability in each academic area. 
 
 Plan and provide a number of successful experiences in reading, since the 
learners with barriers to reading have low tolerance thresholds for failure. 
 
 Provide clear instructions and recognise that even if children appear to 
understand, they may, nevertheless, be confused. 
 
 Consider desk arrangements away from distraction, but make it clear to the 
learner that this is not a punishment. For example, put the desk away from the 
windows, where the learner can look outside and easily be distracted by 
anything outside the classroom.   
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 Use multi-sensory approaches to reading instruction, whenever possible. 
 
 Communicate with the resource teacher to discuss which methods seem to be 
most successful. 
 
 Sequence reading learning tasks into small achievable steps, so that children 
can experience success. 
 
6.3.2 Towards parents 
 Parents should work closely with the teacher, to help to improve their child‟s 
lack of motivation to read at home – due to their reading barrier. Parents need 
to encourage reading at home by setting the example and reading every day 
themselves.   
 
 In order for parents to render support to their children who experience barriers 
to reading, they should become more involved in their child‟s schooling. Parents 
can be informed, for example, through a newsletter, of any class activities in 
which they can participate with their children.    
 
 Parents need to assist their children who are experiencing barriers to reading. 
 
 Parents should consult with the class teacher of their children regarding 
parental guidance, on how they can support their children who experience 
reading barriers at home. When parents feel that they are able to assist their 
children, it might build their self-confidence, which might sometimes be lacking. 
 
 Parents are encouraged to form support groups in order to empower them to 
support and encourage each other.   
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6.3.3 Towards schools  
 Remedial teachers should be available at all schools to assist teachers who are 
teaching learners with barriers to reading. These teachers should be part of the 
schools ILST. 
 
 Schools should be better equipped with the necessary resources, for example, 
reading books from the library, on different reading levels, to cater for the reading 
needs of all learners with barriers to reading in an inclusive classroom.  
 
6.3.4 Towards principals 
 School principals should ensure that teachers attend regular workshops on the 
support of learners with reading barriers. 
 
 They should ensure that up-to-date literature on how to address barriers to 
reading is made available to teachers, so that they can enhance their skills and 
support these learners effectively. 
 
 Principals should encourage parents to get more involved in their children‟s 
schooling, and should emphasise the importance of reading. 
 
 They should that ensure funding is available for the purchase of appropriate 
learner- support material or assistance. 
 
 Principals should adopt the policies of inclusive education and ensure that 
teachers are familiar with the latest departmental documents regarding inclusive 
education. 
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 They should ensure a fully functional Institutional Level Support Team at their 
schools.  
 
6.3.5 Towards the Department of Education 
 The Department of Education should provide information in the form of books or 
documents, as resources for teachers and the relevant health professionals to 
consult on reading barriers. 
 
 The Department should employ more teachers and educational psychologists to 
lessen the workload of these professionals. This would enhance the 
Department‟s capacity to render effective support and would benefit all the 
stakeholders. 
 
 The Department of Education should adhere to the timeframes for implementing 
inclusive education. 
 
 The Department should provide all the devices and learning material needed to 
support learners with barriers to reading. 
 
6.3.5 Towards further research 
 The effectiveness of the proposed guidelines of this study could be determined 
by further research. 
 
 Further research on the in-service training of teachers should be conducted, to 
establish an effective model to train these teachers to render support to learners 
who experience reading barriers. 
 
 Research should also be conducted on the topic of the effect of a child who 
experiences reading barriers on the family and on their own development.    
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6.4 CONCLUDING REMARKS 
The extensive literature study, in Chapters Two and Three, as well as the empirical 
study in Chapters Four and Five, have indicated that teachers and parents need 
guidance in rendering support to learners who experience reading barriers in the 
inclusive setting. 
 
Throughout the study, we have learned that the family plays a major role in the 
schooling of the learner who is experiencing barriers to reading. 
 
Furthermore, for the learners to overcome their barriers to reading, it is imperative 
that the parents get to be involved in their children‟s schooling, and in this regard, 
work closely with the teacher. 
 
Inclusive education can only be implemented effectively if teachers and schools are 
equipped to screen, identify, assess and render support to learners who experience 
barriers to learning – and therefore to those also who experience reading barriers. 
 
It is clear that teachers will have to adapt their teaching and curriculum planning in 
order to accommodate these learners.   
 
Without the implementation of the proposed guidelines into our schools, the learners 
who experience barriers to reading would not be granted the opportunity to 
overcome their reading barriers.        
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APPENDIX: A 
 
INTERVIEW QUESTIONS PUT TO TEACHERS 
The researcher‟s introduction to the teacher as participant in the setting, before 
starting with the interview questions, would be as follows: 
 
“I would like to find out how you experience the education that the learners are 
currently receiving at your current school. I would like to understand how you 
feel about teaching the learners who are experiencing barriers to reading in an 
inclusive classroom. I want to know what you know in rendering support to 
these learners in the way you know it. Will you help me to get an insight into 
your thoughts, feelings and perceptions on these issues?”  
   
In order to reach this understanding, the following questions will be posed.  
 
 What are your feelings, and perceptions, on learners who experience barriers to 
reading in your inclusive classroom? 
 How do you feel about teaching these learners in the mainstream; and kindly 
explain this to me? 
 What kind of reading barriers do your learners‟ exhibit? 
 How do you, as a teacher, render support to learners with reading barriers in an 
inclusive classroom? 
 What methods do you make use of, when teaching the learners with barriers to 
reading in an inclusive classroom? 
 What are your feelings, perceptions and thoughts regarding the rendering of 
learner support to learners who experience barriers to reading?  
 What skills need to be learned by teachers to render support to learners with 
barriers to reading in the mainstream classes? 
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 How was teaching learners with reading barriers in the mainstream classes 
different in the past compared with how it is at present?  
 What should the role of parents be whose children experience a barrier to 
reading in an inclusive classroom? 
 How do you see your future role in rendering learner support to learners in an 
inclusive educational setting, especially to those who are experiencing barriers to 
reading?    
 Do you see any future in South Africa for the learners who are experiencing 
barriers to reading in an inclusive classroom? 
 What are some of the complexities facing educators who are currently teaching 
learners with barriers to reading in the mainstream? 
 What type of support does the Department of Education render to the teachers 
regarding barriers to reading in an inclusive classroom? 
  How do you feel about the implementation of inclusive education in the 
mainstream classes? 
 How did your school function differently in the past, before White paper 6 was 
implemented? 
 How do you see your future role as teacher, in rendering support to learners with 
barriers to reading in an inclusive setting, as stipulated in White paper 6? 
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APPENDIX: B 
 
INTERVIEW QUESTIONS PUT TO EDUCATIONAL PSYCHOLOGISTS 
 
The main aim of the following introduction of the researcher to the educational 
psychologists, as interviewee, is to build trust – so that the interviewee will feel 
comfortable in discussing the questions during the interviews in detail.       
 
“I would like to walk in your shoes, to understand how you feel things the way 
you feel them, and the way you experience things in an educational setting. I 
want to know what you know in the way you know it. Will you help me to 
understand this?”  
In order to reach this understanding, the researcher needed to ask the 
following questions: 
 How are you presently functioning as educational psychologists in rendering 
learner support to learners who experience barriers to reading? 
 What are your feelings towards the learners who are experiencing barriers to 
reading in an inclusive classroom, and why? 
 What kinds of learning problems were referred to by schools in the past for 
learner support? 
 What kinds of learning problems regarding reading are referred to you by schools 
at present for learner support? 
 What did this learner support entail in the past, and what does it entail now in the 
present? 
 What are your feelings and perceptions about the changes that have taken place 
in education and about your present role in rendering learner support to learners 
experiencing barriers to reading?  
 What kind of referral, diagnostic and support procedures were followed in the 
past, and at present, regarding reading problems? 
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 What kind of co-operation is there between the support centres and the schools 
on rendering support to the learners who are experiencing barriers to reading in 
an inclusive classroom? 
 How do you implement White Paper 6 on Special Needs Education, and what 
difficulties do you experience in rendering support to learners with barriers to 
reading? 
 What kind of difficulties do you experience now, and in the past, that hindered the 
successful fulfilling of your duties? 
 How do you see your future role in rendering learner support to learners who are 
experiencing barriers to reading in an inclusive classroom? 
 What scholastic fears do you have for the learner who experiences barriers to 
reading in an inclusive setting?    
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APPENDIX: C 
 
INTERVIEW QUESTIONS PUT TO PARENTS 
The following questions will be asked of the parents of the learners who 
experience barriers to reading in an inclusive classroom: 
 
 When did it come to your attention that your child is experiencing barriers to 
reading? 
 How did you, as a parent, feel about it and why? 
 How do you, as a parent, feel that your child is taught in an inclusive classroom 
at school? 
 What do you, as a parent, experience at home when your child cannot read a 
simple sentence?    
  What do you expect from the teacher, teaching your child who has a barrier to 
reading in a mainstream class? 
 How can the teacher assist you, as a parent, to help your child to overcome his 
or her barrier to reading? 
 What are you, as a parent, willing to do to help your child with the reading 
problem?    
 Why did you pick a mainstream school to educate your child, and not a special 
school that caters for learners with special needs? 
 Can you assist your child with the reading problem, if not, what are you doing 
about it? 
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APPENDIX: D 
 
TRANSCRIBED INTERVIEWS WITH PARTICIPANTS 
 
Participant # 1 
What are your feelings, and perceptions on learners who experience barriers to 
reading in your inclusive classroom? 
I feel helpless, especially teaching Grade 7 learners. The child will miss out a 
lot, they cannot cope and they hardly understand. Then we have the language 
problem, especially here with the Xhosa-speaking children, teaching them 
Afrikaans, and, then in the English classes, most of the learners come from 
Afrikaans homes, so they have no English background.  
How do you feel teaching these learners in the mainstream; and kindly explain this to 
me? 
Allocated time is limited; the basis of phonics, forming words and eventually 
sentences must be drilled. I must find suitable reading material in a lower 
grade to help the learners.  
What kind of reading barriers do your learners‟ exhibit? 
Some of them read word-for-word, some read slightly, but they don‟t 
understand what they read, they cannot recall. They cannot pronounce simple 
words, they skip difficult words, they put their own words in sentences and 
they can hardly summarize a passage. Those who know that they cannot read 
without making a mistake are afraid to try, and simply refuse to read because 
they have a lack of confidence.  
How do you, as a teacher, render support to learners with reading barriers in an 
inclusive classroom? 
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Finding suitable reading material: At times, I use flashcards or words or short 
sentences, but here too, the child might feel shy, ashamed, or experience peer 
pressure.  
We also have a system called reading buddies, where a good learner assists 
those who struggle to read. We take them during break, or after school, but 
many times, the learners do not come for the lesson. 
What methods do you make use of, when teaching the learners with barriers to 
reading in an inclusive classroom? 
Mostly the buddy system or I will take a good reader to read, and the whole 
class will listen, the whole class then repeats what has been read. This method 
also works well because the weaker readers do not feel … isolated, they feel 
they are part of the group that can read.   
 What are your feelings, perceptions and thoughts regarding the rendering of learner 
support to learners who experience barriers to reading? 
Frustration, because I am not equipped to help professionally: The school 
does not have suitable reading material that caters for all levels of reading, 
and I am not sure if I am using the correct reading material from the public 
library. A remedial teacher should be appointed to assist with the reading 
problems in the mainstream classes. 
What skills need to be learned by teachers to render support to learners with barriers 
to reading in the mainstream classes? 
Different methods that would assist the teacher to identify whether the 
learners‟ barriers are minor or major or whether something can be 
done….perhaps it is just something small, that can be remedied.  
How was teaching learners with reading barriers in the mainstream classes different 
in the past compared with how it is at present? 
We had more parental involvement. The parents were dedicated and they 
helped their children with their homework at home. The problems weren‟t the 
same, as we have it now. Each learner had a reader that they kept, they took it 
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home and somebody at home assisted them. Nowadays, it is all about 
technology and it is so advanced! The children are more into cellphones and 
computers…. on the cell phones,  they spell the way they speak, that is why 
they cannot write a simple sentence without making a spelling mistake.      
What should the role of parents be whose children experience a barrier to reading in 
an inclusive classroom? 
Parents should be notified and asked to help and assist their child, daily. They 
must see that their child reads to them. The Grade one to three foundation 
phase educators reported that learners in our English classes mostly speak 
Afrikaans at home. The parent, on the other hand, pronounces some English 
words differently from the teacher, and the child gets more confused.       
I allocate a section out of the reader to the parents, to help their child with 
reading barriers at home, but when I test the learner the next day, there is no 
progress. 
How do you see your future role in rendering learner support to learners in an 
inclusive educational setting, especially those who are experiencing barriers to 
reading? 
The learners will only benefit, if the learner-teacher ratio is reduced, with less 
learners, more individual attention can be rendered. Assessment is the same 
in the mainstream classes for all learners, when they write an exam or test. 
The learners  with barriers…. they will not excel. 
Do you see any future in South Africa for the learners who are experiencing barriers 
to reading in an inclusive classroom? 
Definitely not, I am not even „gonna‟ elaborate on it. 
What are some of the complexities facing educators who are currently teaching 
learners with barriers to reading in the mainstream? 
These learners are causing most of the discipline problems in the class, they 
fight, they are disruptive, some copy, most of them never complete their work 
or hand in assignments. Some of them even write their names on the test 
286 
 
paper and then hand in an empty page. Others form words that does not exist, 
…. (lifts up her shoulders, close eyelids and breathes).  
What type of support does the Department of Education render to the teachers 
regarding barriers to reading in an inclusive classroom? 
There is no support, because they are forcing the schools to have this 
inclusivity. 
How do you feel about the implementation of inclusive education in the mainstream 
classes? 
I feel it must not be considered, it does more damage than good. Those 
learners have a low self-image. They shy away and seldom or never 
participate. Some even stay absent or play truant.  
How did your school function differently in the past, before White paper 6 was 
implemented? 
In the past, the learners with special needs in our school were put in the 
adaptation classes, where they worked at a slower pase than the learners in 
the mainstream classes.    
How do you see your future role as teacher in rendering support to learners with 
barriers to reading in an inclusive setting, as stipulated in White paper 6? 
It would be very difficult because a lot of time would be wasted or you will 
need more time with these learners. If one does not identify the barrier or the 
cause, it is hopeless. The root of the problem needs to be addressed. Support 
teams should come in to assist the teachers.   
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Participant # 2 
What are your feelings, and perceptions on learners who experience barriers to 
reading in your inclusive classroom? 
I think, due to their barriers to reading, they already have a disadvantage and 
… inclusive education would hamper the learning experience, due to 
insufficient, individual education and attention.    
How do you feel teaching these learners in the mainstream; and kindly explain this to 
me? 
These learners already suffer from a low self-esteem, and they cause 
disruptions during teaching time just to get your attention. They sometimes 
get of their seats, take someone elses pencil to look for a confrontation.  I 
prefer to work with them on a one-on-one basis and help them through 
remediation.  
What kind of reading barriers do your learners‟ exhibit? 
Learners have problems with sounds and sentences and vocabulary. They are 
insecure and afraid to experiment or participate in oral discussions, because 
they are afraid they will make a fool out of themselves (like one of my learners 
told me).  
How do you, as a teacher, render support to learners with reading barriers in an 
inclusive classroom? 
The learners normally receive extra lessons after hours. Remediation takes 
place twice a week for these learners and they receive extra homework, so that 
their parents can assist them. 
What methods do you make use of, when teaching the learners with barriers to 
reading in an inclusive classroom? 
We make use of shared reading, paired reading, we use the buddy system,… 
we have group-reading sessions, individual reading and guided-reading 
sessions. I feel that the learner gains more and performs better individually 
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because here I am able to determine exactly what and where the problem is 
and work from there.”  
What are your feelings, perceptions and thoughts regarding the rendering of learner 
support to learners who experience barriers to reading? 
I feel the learner would gain more and perform better when taught individually. 
The teacher would be able to determine exactly what and where the problems 
are, and work from there. 
 What skills need to be learned by teachers to render support to learners with 
barriers to reading in the mainstream classes? 
I think all our teachers should… qualify themselves, especially in remedial 
teaching. It would definitely benefit all learners. Teachers should be more 
passionate and willing to accept changes. Inclusive education can work if the 
teachers are willing to accept change. 
How was teaching learners with reading barriers in the mainstream classes different 
in the past compared with how it is at present? 
In the past, the curriculum did not cater for an OBE (Outcome Based 
Education) or inclusive perspective. Teachers made use of rote learning and 
repetition, and this allowed the learners only to memorize. 
What should the role of parents be whose children experience a barrier to reading in 
an inclusive classroom? 
The parents should work closely with the teacher; and they should supervise 
homework and play an important role in helping the learner. 
How do you see your future role in rendering learner support to learners in an 
inclusive educational setting, especially those who are experiencing barriers to 
reading? 
With more support from Educational Institutions, I think we would be able to 
help these learners in the future. With my qualifications as a remedial 
therapist, I would also help other educators. 
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Do you see any future in South Africa for the learners who are experiencing barriers 
to reading in an inclusive classroom? 
Yes, every bit of knowledge will add to the child‟s future endeavours. 
What are some of the complexities facing educators who are currently teaching 
learners with barriers to reading in the mainstream? 
Overcrowded classes, insufficient knowledge, … under-qualified educators, 
inadequate skills and training, lack of educational support and insufficient 
facilities.  
What type of support does the Department of Education render to the teachers 
regarding barriers to reading in an inclusive classroom? 
The Department normally only organises workshops, but the teachers are not 
consulted in these workshops. Both their professional and personal needs are 
ignored. Only one or two teachers per school are normally allowed to attend. 
How do you feel about the implementation of inclusive education in the mainstream 
classes? 
I think it would work if the classes are not overcrowded or teachers should be 
involved and eager to implement it. 
How did your school function differently in the past, before Whitepaper 6 was 
implemented? 
In the past, when learners had difficulties, we would have them tested by a 
psychologist. These learners were placed in separate classes and the teachers 
there were not specifically trained to teach them. We rushed to complete the 
syllabus, not recognising that the children did not understand completely.       
How do you see your future role as teacher in rendering support to learners with 
barriers to reading in an inclusive setting, as stipulated in White paper 6? 
With the help of Support teams, that is professional psychologists, speech 
therapists, occupational therapists, for example, the future will seem brighter, 
and as a team we will be able to render support to these learners. 
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Participant # 3 
What are your feelings, and perceptions on learners who experience barriers to 
reading in your inclusive classroom? 
I feel sorry for the learners, some of them understand that they have a 
problem, and some of them are also accepting that they have a problem, and it 
is so difficult to help them when they have already accepted their problem.  
They are shy and sometimes refuse to read. So I would also think that we need 
to get support from our Education Department, to help these learners to 
overcome their barriers.       
How do you feel teaching these learners in the mainstream; and kindly explain this to 
me? 
Very difficult, very difficult for these learners and very difficult for the teacher, 
because you as the teacher, whatever learning area you are teaching, have to 
explain and read every assignment a few times, so that the learners who are 
struggling to read can understand exactly what to do.   
The learners with reading barriers would get up out of their seats during silent 
reading to throw a paper in the bin, to give the impression that they do not 
care who knows that they are unable to read.” 
What kind of reading barriers do your learners‟ exhibit? 
Oh, they cannot recognise words; they cannot read the words; they don‟t 
know how to break up the words into their syllables; they don‟t know phonics, 
they skip words while they are reading; and it‟s difficult to recall any 
information in any subject, if they cannot read.  
How do you, as a teacher render support to learners with reading barriers in an 
inclusive classroom? 
By reading as a whole in a class, so that the learners do not feel separated 
from the rest of the class because he cannot cope, and…. Doing reading in a 
group or sometimes only two learners at a time, so that the learner with the 
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reading difficulty can become accustomed to the words and to the contentof 
the story. 
What methods do you make use of, when teaching the learners with barriers to 
reading in an inclusive classroom? 
Give individual assistance, by going back to the basics, doing sounds, doing 
phonics, doing letters, giving them easy words to form a sentence, drilling 
words and repeating the look-and-say words. Teachers need a shift in their 
methods, they need to manage and plan their time better and then they will be 
able to implement the multi-level curriculum. 
What are your feelings, perceptions and thoughts regarding the rendering of learner 
support to learners who experience barriers to reading? 
Learners do not always give their full co-operation; they will get up out of their 
seats to throw a paper in the bin, when they have to read silently.  They do not 
worry about not being able to read. You can only do as much as you possibly 
can, but they have to play their part as well. Problems should have been 
discovered earlier and support given, not when learners reach the intermediate 
phase. Learners would actually be kept back …. in the junior phase, I would 
say, and no learners should be passed on to the next phase if they cannot 
read.    
 What skills need to be learnt by teachers, to render support to learners with barriers 
to reading, in the mainstream classes? 
Teachers should be understanding and they should show tolerance, and they 
should show patience and….. give assistance, wherever possible.  
How was teaching learners with reading barriers in the mainstream classes different 
in the past compared with how it is at present? 
In the past at least, each learner had a reader to take home, and they could do 
their reading on their own. At the moment, we do not have enough readers, to 
supply each learner with a reader, so it is very difficult, to send a learner home 
and say that you have to go and prepare or read on a certain page if they do 
not possess a reader.   
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What should the role of parents be whose children experience a barrier to reading in 
an inclusive classroom? 
Parents should help by assisting their children; spend more time with them, to 
read to them and to listen to them, on a daily basis.  
Unfortunately we do not have parents who can assist their children, because, 
some of them are also illiterate. 
How do you see your future role in rendering learner support to learners in an 
inclusive educational setting, especially those who are experiencing barriers to 
reading? 
Unfortunately, I won‟t be here to help the learners, (laughing), because I am 
retiring at the end of the year (laughing).        
Do you see any future in South Africa for the learners who are experiencing barriers 
to reading in an inclusive classroom? 
Unfortunately, I see no future for the learners who cannot read, because they 
would not be able to cope in any other situation without extra assistance for 
the teachers. 
What are some of the complexities facing educators who are currently teaching 
learners with barriers to reading in the mainstream? 
There is no time to struggle, because if you cannot read, your problem 
becomes bigger. Learners cannot complete tasks, simply because they cannot 
read, and they do not understand what to do. The learners that cannot read, 
struggle to complete any reading tasks without individual attention. 
It is difficult to teach these learners in a classroom of over 30 pupils with all 
different abilities, but I find it quite challenging and try to give these learners 
as much attention as possible. 
What type of support does the Department of Education render to the teacher 
regarding barriers to reading in an inclusive classroom? 
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I do not know of any support being given to the educators at our school 
(laughing), for learners with reading problems. You have to work something 
out on your own. 
How do you feel about the implementation of inclusive education in the mainstream 
classes? 
We‟re going to have lots more learners being lost, if they are going to be in an 
inclusive classroom, because many of them cannot cope. If you have a big 
class, you won‟t be able to give support to all of those that have a learning 
problem, perhaps in clusive education will work if they can make the class-
ratio smaller. 
 How did your school function differently in the past, before Whitepaper 6 was 
implemented? 
In the past we had special classes at our school, unfortunately they fell away, 
and… we have to implement whatever has been given to us. 
How do you see your future role as teacher, in rendering support to learners with 
barriers to reading in an inclusive setting, as stipulated in White paper 6? 
I do not know what the future holds for the teacher, if they are not going to get 
the necessary support from the education department. 
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Participant # 4 
What are your feelings, and perceptions on learners who experience barriers to 
reading in your inclusive classroom? 
My feelings are that it is very difficult, it is actually a pity that we have to sit 
with children, mm… who are struggling, but it is also a challenge. Mm… I try to 
build their confidence in any way I can so that they want to try on their own to 
read.     
How do you feel teaching these learners in the mainstream; and kindly explain this to 
me? 
As I‟ve said, you know it is difficult to teach when you only have so much time 
on your hands, different children have different qualities and talents, but we 
have to do it because it is policy. You try to make time, to give individual 
attention to learners who desperately need it, because with a class with say 30 
odd pupils, it is quite challenging.  
What kind of reading barriers do your learners‟ exhibit?  
Mm… Well the curriculum is the… biggest problem, but you can actually divide 
it into segments, The workload, the actual work…. If I think about reading, 
there‟s children that can‟t read, so you have to start from the beginning, and 
„Ja‟, the resources, there are different factors to the curriculum that, needs to 
be addressed there.  
How do you, as a teacher, render support to learners with reading barriers in an 
inclusive classroom? 
How do I render support? I try to do reading with them in small groups. I try to 
get their parents involved which is not often enough or very easy. Mm… I give 
them sentences or a short story to read at home. Mm, There is also difficulty 
with this because the children stay absent if they do not know the work or 
didn‟t do the work.  
What methods do you make use of, when teaching the learners with barriers to 
reading in an inclusive classroom? 
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Oh, I use different methods. I do small group work, I even do role play, now 
and then, to just bring the story to the learners, to help them to read, because 
we talk about the story, and we look at the pictures, and then we see where we 
can go from there. What we need to do. Can they understand? Can they relate 
to the story? Do they understand what the picture is saying? Then, I introduce 
words and then go on from there.  
What are your feelings, perceptions and thoughts regarding the rendering of learner 
support to learners who experience barriers to reading? 
Hmm, at first, you know, I thought that, … learners should actually have a 
special class, and as it was in the old days, children were put in special 
classes. Let‟s be honest to ourselves, we do keep a child back, who does not 
have a problem and we also don‟t always get the support of the parents. You 
might send a piece of work home, but the parents, does not even sign it, you 
have to sent it again the next day. As I said at the beginning, it is a real 
challenge, because that is what policy is and you must adhere to policy.   
What skills need to be learnt by teachers to render support to learners with barriers 
to reading in the mainstream classes? 
Skills! Well, thinking for themselves! Deep understanding! I think that our 
children, mm, is, very superficial. We go through the work and you think that, 
these children understand the work, then in fact, they do not, you only scratch 
the tip of the iceberg. I think our children need to be thought the skill, to think 
for themselves. What is it, they call nowadays in OBE? They got to evaluate 
what they‟re saying, and question things that they see.        
How was teaching learners with reading barriers in the mainstream classes different 
in the past compared with how it is at present? 
Mm,… In the past for learners with barriers ….it was different: there was a 
teacher, working with a group of children, who had reading or learning 
difficulties - and you could go on with your class, now it is not like that. You 
have the different, mm, abilities of children in one class, and you have to teach 
all of them alone in the same classroom. Not all of them are on the same level 
and every child is unique in their learning abilities. At the end of the day you 
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find that, you have to put work out for one or two; and then you have to put out 
work for another three there, who is a little bit, mm, on a higher level, and 
things like that, so it is quite challenging.            
What should the role of parents be whose children experience a barrier to reading in 
an inclusive classroom? 
There is no doubt in my mind that parents of these children should be 
involved, but unfortunately, in the Northern areas, most of our parents do not 
work with us. You might find that …. 10% of the parents are really interested 
and involved in their children‟s learning, .... some of the parent‟s can‟t help 
their children because they themselves did not finish or attend school; that is 
in itself a problem.           
How do you see your future role in rendering learner support to learners in an 
inclusive educational setting, especially those who are experiencing barriers to 
reading? 
Well, I can only improve on what I‟m doing at the moment. Mm… it is actually 
nice to notice when you have had … an impact or input in a child‟s reading or 
when a child starts reading on his or her own after you helped them to get 
there. So, I would improve, and try and organise my class and my setting in my 
class, and even my work, so that I could help these children. 
When a child comes to your class in grade two, and when you read with these 
children, you can immediately find out, whether the child has completed, for 
instance the LO‟s in grade two, and what the child‟s level of reading is, and 
work from there, so that he can really have that strong foundation for future 
years.        
Do you see any future in South Africa for the learners who are experiencing barriers 
to reading in an inclusive classroom? 
Yes, I do think there is a future for learners, because everybody can learn, and, 
mm, although it might be that the child has a reading problem, it does not 
necessary mean that he will have problems in other areas, … although reading 
plays a very big part of the curriculum and everything has to be read. We as 
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teachers must not give up on the children, who have reading barriers, because 
ultimately, they will be able to read, we just need to be consistent with what we 
are doing with the help of the parents. I belief we can achieve anything in life 
with hard work and dedication.      
What are some of the complexities facing educators who are currently teaching 
learners with barriers to reading in the mainstream? 
Complexities, such a big word, Mm, well, as I said, reading resources is a big 
problem, mm, parental involvement, the fact that our classes are overcrowded, 
that‟s just to name three of them, that is, some of the complexities I am facing 
as an educator.      
What type of support does the Department of Education render to the teachers 
regarding barriers to reading in an inclusive classroom? 
…. The Department has an established mm, District Based Learner Support 
Team which consist of a few people who comes to the school, and you can 
actually ask these people to help you as a teacher. If they find out that the 
child can definitely not cope in the mainstream class, they do make …, 
recommendations to a special school.      
How do you feel about the implementation of inclusive education in the mainstream 
classes? 
As I‟ve said at first, when we heard about this, we as teachers were really 
anxious and reluctant to implement this, because, we‟re already sitting with 
children who are slow learners, non-parental involvement, and all these things 
(sorry), we had a … I would not say a negative attitude, but a bit of a concern. 
Now that I am implementing inclusive education for a while, I believe inclusive 
education can work with the necessary dedication and skills, you can take a 
child from a non-reader to a reader.     
How did your school function differently in the past, before Whitepaper 6 was 
implemented? 
As I‟ve said, Whitepaper 6, that is inclusive education, hey? There was 
remedial classes at the school, but, mm, ever since White paper 6 was 
298 
 
implemented, these classes has been made redundant, and we have to fit 
these children into the mainstream classes.  
How do you see your future role as a teacher, in rendering support to learners with 
barriers to reading in an inclusive setting, as stipulated in White paper 6? 
Mm, I will have to render support to the best of my ability, as I‟ve said, if you 
have enough resources and you structure your class, so that each and every 
child can learn. One of the main things of this Outcome Based Education is, 
that every child will learn, if it is not at the same time, and at the same passé, 
but everyone will learn.  
if I see that the child does not know her double sounds, that is grade two work, 
then I will teach him  the double sounds before I move on to more complicated 
sounds.  Can he put words together and read a simple sentence. I will then 
make an assumption about the child and then work from there.       
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Participant # 5 
What are your feelings, and perceptions on learners who experience barriers to 
reading in your inclusive classroom? 
I feel frustrated, because sometimes, we are not all equipped to help them, and 
they slower, and they keep the others behind that is actually working a bit 
faster, which are quite a few, they‟re not many, the ones that works faster, 
most of our learners in our classroom, 80% of them has learning barriers. 
How do you feel about teaching these learners in the mainstream; and kindly explain 
this to me? 
I feel frustrated, you must give them special attention, and you must have a lot 
of patients, when they need extra help. 
What kind of reading barriers do your learners‟ exhibit? 
Reading barriers: when learners confuse their sounds, they cannot, spell, they 
don‟t know their words. Sometimes, if a learner cannot read, they cannot write 
or copy correct from the board. 
How do you, as teacher, render support to learners with reading barriers in an 
inclusive classroom? 
I prefer to keep the learners with barriers to reading on one side of the 
classroom and give them special attention after a lesson uhm… another 
reading barrier is maybe their sight, then I take them for their eye tests, if there 
is a problem, we get spectacles for them and then we work from there 
What methods do you make use of, when teaching the learners with barriers to 
reading in an inclusive classroom? 
Oh, quite a few, the sounds, I first have to establish, if they know their sounds, 
if they don‟t, you do it until you find out they do know it, and after that you go 
to short sentences, and, picture reading! After the learners read the pictures 
and they understand the content of the story, I start to introduce words with a 
picture to read. 
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“It is difficult to teach these learners in a classroom of over 30 pupils with all 
different abilities, but I find it quite challenging and try to give these learners 
as much attention as possible.” Teacher participant 15 stated: “Teachers need 
a shift in their methods, they need to manage and plan their time better and 
then they will be able to implement the multi-level curriculum.” 
What are your feelings, perceptions and thoughts regarding the rendering of learner 
support to learners who experience barriers to reading? 
Mm, feelings, I feel sorry for them, if they cannot read then they cannot write, 
and therefore they cannot study. Sometimes, it is learners that cannot read, 
that is actually, the learners with, disciplinary problems, because they don‟t 
understand the schoolwork, therefore they‟re making a noise and they‟re 
looking for attention.  
What skills need to be learned by teachers to render support to learners with barriers 
to reading in the mainstream classes? 
Oh, quite a few. Teachers need to be, um, educated, so that they know and can 
identify, the problem, if they know that the children have problems, they must 
know how to handle it, and they must know what to do, to help the learner, and 
they must know certain methods, like for instance, if you have a reading 
problem, you focus on one word only. You have a whole in a chart, you focus 
on one word only, and the child learns that word, in a fun way.  
How was teaching learners with reading barriers in the mainstream classes different 
in the past compared with how it is at present? 
In the past, the learners with learning barriers, use to be all in one class, and 
you could focus on them, and they were on different levels, then you could 
help them, because it was all one problem, but now they have inclusive in the 
mainstream, it does give problems, because, the learners that do know their 
work, are kept behind, and the learners that don‟t know how to read, that have 
problems, give problems to the teacher, and it influences the other learners 
that can do a little bit.    
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What should the role of parents be whose children experience a barrier to reading in 
an inclusive classroom? 
That parent is suppose to help the teacher, because, the little time you spend 
with that child in the classroom, is not sufficient, it doesn‟t stimulate the child 
enough, so that the parent must know, um, how to help that child, but in most 
cases, children with learning barriers is children from parents who had 
learning barriers, and, here in our community, our adaptation class mother, 
gets married to an adaptation father, and what do they come up with?,  
children with more and severe learning problems. 
How do you see your future role in rendering learner support to learners in an 
inclusive educational setting, especially those who are experiencing barriers to 
reading? 
My role, I would surely have to be more patient, I will have to get some skills, 
to know how to handle certain problems. We will have to get educated in 
certain things, and we will have to get resources as well. The resources are 
very important.    
Do you see any future in South Africa for the learners who are experiencing barriers 
to reading in an inclusive classroom? 
Yes, this is quite challenging! I still teach them separately, so that I can stay on 
their level, and, um, be more of help. 
What are some of the complexities facing educators who are currently teaching 
learners with barriers to reading in the mainstream? 
Disciplinary problems, um, our children‟s work is never done, their books look 
terrible, because they cannot, they don‟t, um, the time they have, is not 
enough to finish their work, and, um, they have problems with their reading, 
their sentences, they have problems in general with all their work, so that is 
why they find it difficult in the mainstream. 
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What type of support does the Department of Education render to the teachers 
regarding barriers to reading in an inclusive classroom? 
I don‟t know of any support, although we do get, um, like the foundation phase 
teachers use to get workshops, and we use to discuss the curriculum and 
different methods of the,… not methods of teaching, but what we have to 
present to the learners, and the different tasks allocated and the time 
allocated, but, barriers to reading? I don‟t know of any support there! We don‟t 
even have a psychologist. 
How do you feel about the implementation of inclusive education in the mainstream 
classes? 
Implementation of inclusive education, um, I do not have a problem with it, but 
I will prefer the learners separated, so that the child that can do his work, can 
progress faster and be more simulative, and then work separately, with those 
that have learning barriers.  
How did your school function differently in the past, before Whitepaper 6 was 
implemented? 
Oh, it was a much better school, more disciplined, we could finish tasks, 
quicker.The children with learning barriers and the mainstream child, 
progressed much faster because we had less administrative work. Now with 
the child in inclusive, in the classroom, you must fill in ILST forms, that is for 
learner support, and you as teacher at our school must take them for different 
counselling, for example to the psychologist with the parent, because in our 
community it is at times difficult to rely on the parent and we need to put the 
child first. it takes so much time administratively, that you don‟t get time to 
teach.  
How do you see your future role as teacher, in rendering support to learners with 
barriers to reading in an inclusive setting, as stipulated in White paper 6? 
Challenging, yet stressful! 
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Participant # 6 
What are your feelings, and perceptions on learners who experience barriers to 
reading in your inclusive classroom? 
I feel disturbed, sorry for them, they are lacking reading skills and 
concentration; and therefore, they cannot complete basic tasks, in all the 
learning areas.  
The teachers need some form of training or support so that we can know what 
methods to follow or what to focus on to help the learner who has a reading 
problem.  
How do you feel about teaching these learners in the mainstream; and kindly explain 
this to me? 
It is different in the mainstream, as individual attention is not possible to the 
learners. You can help one or two, but because of time constrains, you are 
limited.  
What kind of reading barriers do your learners‟ exhibit? 
They do not know the alphabet, leave out sounds, they struggle to read  
independently, with the  correct phrasing, they cannot synthesize, and they 
will say for the b a d, or they will give you another word. The learner 
sometimes experiences difficulty to see or recognise the letters of the words 
correctly and then has to be referred for an eye test. If the eyes are the 
problem, the learner will get spectacles and then the teacher works from there. 
How do you, as a teacher, render support to learners with reading barriers in an 
inclusive classroom? 
As I said, time does not allow me, to give the extra remedial intervention. I start 
with phonics every morning, to include all learners. I give easier reading 
material to include the learners with barriers. 
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What methods do you make use of, when teaching the learners with barriers to 
reading in an inclusive classroom? 
Revise the alphabet, phonics, spelling words and simple sentences and simple 
sentence constructions as well, as word building. I also read them a short 
story and then ask questions orally, to improve their listening skills.  
What are your feelings, perceptions and thoughts regarding the rendering of learner 
support to learners who experience barriers to reading? 
All learners lacking these skills, need support. If the learner-teacher ratio 
allowed individual attention, learners would definitely benefit. 
What skills need to be learned by teachers to render support to learners with barriers 
to reading in the mainstream classes? 
Every facilitator needs to acquire remedial teaching skills. The teachers need 
some form of training or support so that we can know what methods to follow 
or what to focus on to help the learner who has a reading problem.  
How was teaching learners with reading barriers in the mainstream classes different 
in the past compared with how it is at present? 
In the past, without the OBE approach, where learners sat and listened, the 
whole lesson, interaction wasn‟t possible, with OBE, the stronger learner, help 
the learner with barriers.  
What should the role of parents be whose children experience a barrier to reading in 
an inclusive classroom? 
Those parents who can afford to take their children to a place like Kip 
McGrath, where these children can get the extra classes in reading,  etcetera… 
their children will benefit, others can become members of our local library and 
as a facilitator you can give extra activities, to the learners.   
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How do you see your future role in rendering learner support to learners in an 
inclusive educational setting, especially those who are experiencing barriers to 
reading? 
As a facilitator with remedial, with a remedial diploma, I can render my service 
to our community and give assistance to these learners. 
Do you see any future in South Africa for the learners who are experiencing barriers 
to reading in an inclusive classroom? 
With the support and the expertise of qualified remedial specialists, the 
learners can overcome these barriers. 
What are some of the complexities facing educators who are currently teaching 
learners with barriers to reading in the mainstream? 
Lack of resources, manpower and the high pupil-teacher ratio. 
What type of support does the Department of Education render to the teachers 
regarding barriers to reading in an inclusive classroom? 
The Department renders workshops, with the help of the Learner Support 
Teams (LST) at the schools. The ILST‟s function is to assist the educators, 
with dealing with these problems in the classrooms. 
How do you feel about the implementation of inclusive education in the mainstream 
classes? 
The attention they are supposed to receive, is not the reality, the time does not 
allow me to engage in effective teaching. 
How did your school function differently in the past, before Whitepaper 6 was 
implemented? 
We were fortunate to have 3 LSEN classes with experience facilitators. Their 
classes were manageable and effective teaching was possible.  
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How do you see your future role as a teacher in rendering support to learners with 
barriers to reading in an inclusive setting, as stipulated in White paper 6? 
If by any chance, the ratio drops, inclusive education could be possible. 
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Participant # 7 
What are your feelings, and perceptions on learners who experience barriers to 
reading in your inclusive classroom? 
These learners, tend to exhibit less confidence, they find it hard to keep up, 
with the rest of the classroom. 
How do you feel about teaching these learners in the mainstream; and kindly explain 
this to me? 
As a teacher, I feel that I am not doing justice to the academic progress of the 
learner, due to the fact, that I am not always, able to give them the individual 
attention that they need.   
What kind of reading barriers do your learners‟ exhibit? 
They cannot pronounce words, or break it down phonetically, they swap 
letters and sounds and sometimes they read from their memory. 
How do you, as a teacher, render support to learners with reading barriers in an 
inclusive classroom? 
Group work is essential in this case. Each group will reflect their reading level; 
individual reading would be my priority. Something that … I can do perhaps, is 
give learners words on flashcards that appears in the passage beforehand, 
then they can experience somewhat of success, while reading the passage in 
class.    
I try to help the learners with barriers to reading by giving them extra classes 
at break or after school, but then they do not turn up or do not complete their 
homework.” 
What methods do you make use of, when teaching the learners with barriers to 
reading in an inclusive classroom? 
I will focus on each group and according to their level of reading, intervention 
strategies will be employed. Pronunciation of words will also be vital.  
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What are your feelings, perceptions and thoughts regarding the rendering of learner 
support to learners who experience barriers to reading? 
Help will be effective in smaller groups. It will do much for their confidence 
and up their participation in class. 
What skills need to be learned by teachers to render support to learners with barriers 
to reading in the mainstream classes? 
We have to be patient with these learners. Individual remediation is vital, and 
concrete teaching aids will also help a lot. 
How was teaching learners with reading barriers in the mainstream classes different 
in the past compared with how it is at present? 
In the past, classes were a lot smaller and better support was given from our 
Education Department.  
What should the role of parents be whose children experience a barrier to reading in 
an inclusive classroom? 
They should support learners, and work with teacher, to improve learner‟s 
abilities.  
 How do you see your future role in rendering learner support to learners in an 
inclusive educational setting, especially those who are experiencing barriers to 
reading? 
It will be difficult, as the teacher will have two classes rolled into one, to render 
support to their individual needs will pose a problem, as time constraints will 
not allow for this.   
Do you see any future in South Africa for the learners who are experiencing barriers 
to reading in an inclusive classroom? 
The future looks bleak, because they will not get the necessary attention and 
support that they need, if the teachers do not get proper training or assistance 
so that they can know exactly what to do in class.  
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What are some of the complexities facing educators who are currently teaching 
learners with barriers to reading in the mainstream? 
The teacher-pupil ratio is too high. Learners with barriers feel that they don‟t fit 
in and they subsequently withdraw. They cannot cope with the workload and 
the pace at which the work is done.  
What type of support does the Department of Education render to the teachers 
regarding barriers to reading in an inclusive classroom? 
The Department organises workshops and established a Learner Support 
Team.  
How do you feel about the implementation of inclusive education in the mainstream 
classes? 
I don‟t believe it is the solution, to such a complex problem, more should be 
done, to explore other avenues, to assist these learners without alienating 
them.    
How did your school function differently in the past, before Whitepaper 6 was 
implemented? 
Pupils who displayed barriers, were placed in what was called special classes, 
here their needs were catered for.   
How do you see your future role as a teacher, in rendering support to learners with 
barriers to reading in an inclusive setting, as stipulated in White paper 6? 
It will be difficult to divide my attention, in such a way, where I can be of 
effective assistance to especially learners with barriers to reading. However 
my endeavour will be to commit, to improve any learner, who exhibits any 
barrier to reading.  
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Participant # 8        
What are your feelings, and perceptions on learners who experience barriers to 
reading in your inclusive classroom? 
These learners do not grasp, learning material immediately, they evidently 
develop a backlog as far as the work grade is concern. It affects their 
confidence levels negatively, they tend to withdraw and participate less and 
less in class activities. 
How do you feel about teaching these learners in the mainstream; and kindly explain 
this to me? 
I am teaching these learners in the best way I know, but I am not sure if I am 
doing more harm than good, if we can just get some guidelines from the 
Department in how to help these learners in our class. 
The passé that in which work is done also poses a threat to learner‟s 
development. Cognitively they could stagnate because they are not stimulated 
at their level.    
What kind of reading barriers do your learners‟ exhibit? 
They have a tendency to omit letters and sounds, they swoop letters and or 
sounds. Learners often read in inverted commas, from memory. They also 
conjure up their own sentences from looking at accompanying pictures. 
 How do you, as a teacher, render support to learners with reading barriers in an 
inclusive classroom? 
You obviously have to group learners at their reading level. Reading material 
should support the group effort. I show the learner exactly what difficult word 
to highlight while I am highlighting mine in the text, then I explain each word to 
the learners in detail.  
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What methods do you make use of, when teaching the learners with barriers to 
reading in an inclusive classroom? 
I lean heavily on phonics, highlight difficult words from the passage before 
reading it. The buddy system works well, but it can be difficult in these 
overcrowded classes because you have to make sure everyone is following 
your instructions and is reading.” 
What are your feelings, perceptions and thoughts regarding the rendering of learner 
support to learners who experience barriers to reading? 
It is vital that these learners be supported because it unlocks their potential, 
lifts the confidence levels, and gives them a sense of belonging or self worth. 
What skills need to be learned by teachers to render support to learners with barriers 
to reading in the mainstream classes? 
Patience is the most important, along with meeting the learner at his or her 
level of reading ability. Teachers will have to apply methods like group work; 
these learners should not be alienated because of their limited reading ability.   
 How was teaching learners with reading barriers in the mainstream classes different 
in the past compared with how it is at present? 
There was a greater support from all role-players, learners were identified 
earlier, reading or other support, in the form of teaching aids and books were 
provided as well, and the pupil teacher ratio was a lot less. 
 What should the role of parents be whose children experience a barrier to reading in 
an inclusive classroom? 
The parents should work closely with the teacher, whatever work was done at 
school, should be followed up by the parent at home. Parents should 
encourage additional reading, for example, make library membership 
compulsory.  
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How do you see your future role in rendering learner support to learners in an 
inclusive educational setting, especially those who are experiencing barriers to 
reading? 
There will always be learners with barriers to reading. My role is a supportive 
one and essentially a commitment to improve any learner who exhibits any 
barrier to reading. 
Do you see any future in South Africa for the learners who are experiencing barriers 
to reading in an inclusive classroom? 
Time and effort will be the deciding element to assist learners to overcome 
reading barriers. Unfortunately both of these elements are lacking in an 
inclusive setting, the teacher have little time at their disposal and the learners, 
give little or no effort on their part. 
What are some of the complexities facing educators who are currently teaching 
learners with barriers to reading in the mainstream? 
The teacher-pupil ratio is a factor; parents are not sometimes able to assist 
their children who have reading barriers. Pupils tend to ridicule learners, with 
reading barriers, which could leave emotional scars behind, for the teacher to 
content with.    
What type of support does the Department of Education render to the teachers 
regarding barriers to reading in an inclusive classroom? 
Learner-Teacher Support Team, as well as workshops from time to time, is 
what the Department, has put on the table. 
How do you feel about the implementation of inclusive education in the mainstream 
classes? 
Effectiveness and coping, are the two key words, with the amount of time at 
the teachers disposal, to do any kind of remedial work, the effectiveness of the 
exercise is questionable. If the teachers can work slower with the learners who 
has barriers, in the mainstream classes, I believe more of these learners will be 
able to cope with the currriculum and in the inclusive classroom.   
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How did your school function differently in the past, before Whitepaper 6 was 
implemented? 
There were designated special needs classes, to cater for these learner‟s 
emotional and educational needs.  
How do you see your future role as a teacher, in rendering support to learners with 
barriers to reading in an inclusive setting, as stipulated in White paper 6? 
As I said before, there will always be learners with these kinds of barriers. My 
role is a supportive one; and essentially, I have a commitment to improve 
these learners in any way I can.    
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Participant # 9        
What are your feelings, and perceptions on learners who experience barriers to 
reading in your inclusive classroom? 
Well, according to my knowledge, remedial teaching is an option, but we 
haven‟t got qualified teachers to do remedial teaching, and I think that learners 
of any grade and in any province must use the same readers for literacy; and 
the reason, for this is, that  especially when learners go to another province, it 
would be easier for them to identify words out of the reader, because they will 
come across the same words every time they read.   
How do you feel about teaching these learners in the mainstream; and kindly explain 
this to me? 
Well, teaching in the mainstream, mm, at the moment, it is very frustrating.  
Here it is all about, the learners‟ pace. The OBE slogan is not teacher-based, 
but it is learner- based and I think this is instead of working from the known to 
the unknown; OBE is just the opposite of that. 
What kind of reading barriers do your learners‟ exhibit? 
Most of them cannot read fluently, with the correct phrasing, like for instance, 
… words like eat, to, run, ran, etcetera and … words that you think, they must 
pronounce or can identify, they cannot.   
How do you, as a teacher, render support to learners with reading barriers in an 
inclusive classroom? 
What I normally do, I give each learner his own reader… that is for both 
Afrikaans and English, to take home on a daily basis, to read at home for fun 
and enjoyment, and try to get the parents to help them to read better. 
What methods do you make use of, when teaching the learners with barriers to 
reading in an inclusive classroom? 
What I normally do, and I like that, is to help them to read fluently and … I 
normally explain, as they read. I explain the difficult words, as they read and I 
also try and inculcate listening skills, so that they can pick up words that they 
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pronounce wrongly, and then they can correct or rectify that. If the learners 
dramatize the text or the story they read, they will remember that story for 
years to come”. 
What are your feelings, perceptions and thoughts regarding the rendering of learner 
support to learners who experience barriers to reading? 
We all know, you must give learners their support because in the mainstream, 
they are struggling, there‟s learner‟s in the mainstream, that is not supposed 
to be there, and we have to seperate the wheat from the chaff here. If a learner 
battles with reading than that learner must …according to me, get special 
attention. if a learner cannot read, he will find it difficult to write, and when it 
comes to his speaking skills and with oral, it is always a problem, because 
there you will pick up that the learner is not fluent in his own home language, 
but I think a library will solve that problem.       
What skills need to be learned by teachers to render support to learners with barriers 
to reading in the mainstream classes? 
Remedial skills, move from the known to the unknown. I use different teaching 
strategies in my classroom. 
How was teaching learners with reading barriers in the mainstream classes different 
in the past compared with how it is at present? 
I think in the past, we followed the old traditional way of teaching, and that 
made it much easier for learners to move from one grade or from one standard 
to the next standard, for example, if, mm, it comes to reading and stuff like 
that, mm, they use the same reader, for example, the „Boet en Saartjie‟ in 
Afrikaans.  
They follow the story, they come across the words on a daily basis, and that is 
what helped the learners to read better, and to understand or identify words 
easier.     
What should the role of parents be whose children experience a barrier to reading in 
an inclusive classroom? 
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They must support their children at home, and they must see a psychologist if 
there is any problems. 
How do you see your future role in rendering learner support to learners in an 
inclusive educational setting, especially those who are experiencing barriers to 
reading? 
That is a bit of a tough one, but I think remedial teaching, will solve the 
problem, more time for reading, and will solve the problem. I think learners 
must be given the opportunity to read more for fun and enjoyment and they 
must use the same readers.  
Do you see any future in South Africa for the learners who are experiencing barriers 
to reading in an inclusive classroom? 
… My answer is yes and no, but I say „Yes‟, if they go back to the old method 
of teaching or old way of teaching, your traditional way. The drill work is 
important, because that is what they did in the past and learners survived … 
due to that.      
What are some of the complexities facing educators who are currently teaching 
learners with barriers to reading in the mainstream? 
They have no remedial experience. 
What type of support does the Department of Education render to the teachers 
regarding barriers to reading in an inclusive classroom? 
Besides workshops, nothing! 
How do you feel about the implementation of inclusive education in the mainstream 
classes? 
Learners must be tested first, to see if they are fit for the mainstream; and if 
not so, learners must be placed in a special school or in a special class. This 
will make it easier for the teachers.    
How did your school function differently in the past, before Whitepaper 6 was 
implemented? 
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We used the old method of teaching, the old way of teaching, and we saw that 
results those days, and now with OBE, or the National Curriculum Statement, it 
is a whole other ball game. 
How do you see your future role as a teacher in rendering support to learners with 
barriers to reading in an inclusive setting, as stipulated in White paper 6? 
We will see when we get there, but for now, any support that I can give 
learners, irrespective what will be given. I will give support to the learners, to 
move to the next grade, irrespective of what support there can be given to 
these learners, but that I will do. But I don‟t know, as to what the future hold 
for me, in this business.    
Another reading barrier is maybe their sight, then I take them for their eye 
tests, if there is a problem, we get spectacles for them and then we work from 
there 
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Participant # 10        
What are your feelings, and perceptions on learners who experience barriers to 
reading in your inclusive classroom? 
Well, I feel this internal discipline, their listening skills, their focus and 
concentration, it hasn‟t developed enough to surface beyond, the distractions, 
the behavioural distractions of the so-called normal learner. I‟ve seen them 
and it is sad that they get sucked into the flow of the classes; either that or 
they are just rendered speechless.    
 How do you feel about teaching these learners in the mainstream; and kindly 
explain this to me? 
I feel the lack of basics, leaves them ill-prepared. They either become lost, 
frustrated or they become angry or they become cynical unable to manage the 
content, and it is truly painful to see their helplessness and their 
hopelessness, but I think the bottom line is that they do have the ability to 
cope in the classroom with the help of the teacher.   
What kind of reading barriers do your learners‟ exhibit? 
Poor use of their senses, they have very limited basic exposure from the home 
circle, there is poor pronunciation, there is an unawareness of the 
environment and its learning potential, poor sentence building, they reading 
word for word, no thoughts when reading a text.  
There is low concentration and they are very preoccupied with their own 
thoughts and they do not have the ability to paint a picture when they are 
reading.  
How do you, as a teacher, render support to learners with reading barriers in an 
inclusive classroom? 
Well, I try to create an atmosphere that is conducive to learning, I make them 
feel important, organised… a slow reader next to a strong reader and I give 
them a long- term reason, why the content that we are reading is important, 
and I also try to explain the value of their participation during a session.   
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What methods do you make use of, when teaching the learners with barriers to 
reading in an inclusive classroom? 
To create the atmosphere as I said, spacing to me is very important, each 
learner should have his or her own space. We start off with various exercises 
for posture, phonemic exercises, speech and drama, just to have some fun. 
Then we go through words, reading sentences, writing them, reading your own 
writing, reading a text and we use as resources, mostly the body and then 
music.  
What are your feelings, perceptions and thoughts regarding the rendering of learner 
support to learners who experience barriers to reading? 
Oh, I feel that it is absolutely essential, I feel it is a doable way in which to 
establish and to internalise, the fundamentals and the building blocks of 
reading, and I also feel it is an opportunity to scaffold every learner to his or 
her optimum, using different, yet appropriate methods.  
What skills need to be learned by teachers to render support to learners with barriers 
to reading in the mainstream classes? 
Oh, there‟s many. I think teachers should have the knowledge of the different 
types of tests, of the assessment process, the affect of medication the child 
might be put onto.  
How to set the class climate and the discipline, how to manage time, planning 
and implementing the multi-level curriculum, how to effectively incorporate 
parents, how to differentiate in strategies, and how to use resources 
effectively, as mind dynamics – to remove the barriers.   
 How was teaching learners with reading barriers in the mainstream classes different 
in the past compared with how it is at present? 
Well, I think teachers had a firmer control of discipline, of the class as a whole, 
learners were exposed to the same level of teaching and learning and 
evaluated against the same criteria, to me the learner output reflected their 
true individual potential, and the struggling learners were normally given extra 
exercises, to repeat and reinforce at home.  
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What should the role of parents be whose children experience a barrier to reading in 
an inclusive classroom? 
Parents should be advised and they should become involved in the follow up 
therapy, and extra reinforcement outside the school. They should make use of 
remedial services if provided at the school or outside, and parents should 
relax into a reading and learning session with their children on a daily basis, 
with a positive attitude.They should also try and use the correct 
pronounciation and sentence construction, they should listen to their child 
and praise them a lot.  
How do you see your future role in rendering learner support to learners in an 
inclusive educational setting, especially those who are experiencing barriers to 
reading? 
Each teacher should make every lesson in every subject, a reading lesson and 
should bring in all aspects of the language where it is possible.The learner will 
then be a scaffold to his or her individual optimum within the group.  
Do you see any future in South Africa for the learners who are experiencing barriers 
to reading in an inclusive classroom? 
Yes, because I believe only intentional exposure leads to learning, in their case 
perhaps to limited reading and writing.  
You know Merna, these learners invariably have strengths in other areas, for 
example sport, music, acting and these strengths should be combined with 
their level of reading to direct their future. 
What are some of the complexities facing educators who are currently teaching 
learners with barriers to reading in the mainstream? 
Oh, workload! I‟ll put first, lack of remedial experience, lack of resources, the 
ideas of the Education Department against the practical implementation on 
ground level in the classroom. The scepticism that the curriculum will work  
due to the existing problems with OBE. Then, we have large learner numbers, 
class control, language of instruction versus home language, limited basic 
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skills with which a learner enters the school, and what I‟ve noticed the other 
day, is learner‟s attitude towards a language.    
What type of support does the Department of Education render to the teachers 
regarding barriers to reading in an inclusive classroom? 
Here, I‟ve just encountered workshops, in my experience.  
How do you feel about the implementation of inclusive education in the mainstream 
classes? 
Challenging, demanding, empowering the learner with each lesson, and I‟ve 
experience that the teacher needs to be both the coach and the therapist 
groping to cope.  
How did your school function differently in the past, before Whitepaper 6 was 
implemented? 
I am not very sure about responding to this one.  
How do you see your future role as teacher, in rendering support to learners with 
barriers to reading in an inclusive setting, as stipulated in White paper 6? 
I am not very clued up on White Paper 6.  
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Participant # 11      
What are your feelings, and perceptions on learners who experience barriers to 
reading in your inclusive classroom? 
Frustration, as one can‟t get through to them, try and place your self in the 
learners shoes, or situation, analyse the situation and then try and get through 
to them.  
 How do you feel about teaching these learners in the mainstream; and kindly 
explain this to me? 
These learners should be in a separate class, it is frustrating, as they seem to 
lag behind the rest. They should actually be placed into a special classroom 
where they can receive adequate and specialised attention. 
What kind of reading barriers do your learners‟ exhibit? 
They don‟t know basic sight words, and they are reluctant to read, as others 
make a fool of them. 
How do you, as a teacher, render support to learners with reading barriers in an 
inclusive classroom? 
I give them shorter reading pieces from magazines or newspapers. 
What methods do you make use of, when teaching the learners with barriers to 
reading in an inclusive classroom? 
I am using flashcards, to introduce them to reading.   
What are your feelings, perceptions and thoughts regarding the rendering of learner 
support to learners who experience barriers to reading? 
It can be done; however, we as teachers need to go on refresher courses to be 
equipped to assist these learners. 
What skills need to be learned by teachers to render support to learners with barriers 
to reading in the mainstream classes? 
Empathy for learners, a shift in our methods of teaching. 
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How was teaching learners with reading barriers in the mainstream classes different 
in the past compared with how it is at present? 
Normally, the adaptation learners were children who manage to come on board 
after being in a remedial class. 
What should the role of parents be whose children experience a barrier to reading in 
an inclusive classroom? 
Parents should be supportive and assist their learners at home. 
How do you see your future role in rendering learner support to learners in an 
inclusive educational setting, especially those who are experiencing barriers to 
reading? 
… Hopefully, I can be better equipped to assist those learners. It is sad to see 
some learners left behind because of their reading problems. 
Do you see any future in South Africa for the learners who are experiencing barriers 
to reading in an inclusive classroom? 
Yes, anything and everything is possible…they can become businessmen or 
women.  
What are some of the complexities facing educators who are currently teaching 
learners with barriers to reading in the mainstream? 
More preparation and less teaching that is done. 
What type of support does the Department of Education render to the teachers 
regarding barriers to reading in an inclusive classroom? 
Absolutely none! The workshops that they rendered do not give us any 
practical guidelines in how to help these learners.   
How do you feel about the implementation of inclusive education in the mainstream 
classes? 
There should be a remedial teacher in a school; this would assist in the 
general reading of the learners. 
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How did your school function differently in the past, before Whitepaper 6 was 
implemented? 
We had three remedial classes. Many of these learners, as they progress in the 
remedial class, were then brought back into the mainstream and they were 
successful. 
How do you see your future role as teacher, in rendering support to learners with 
barriers to reading in an inclusive setting, as stipulated in White paper 6? 
If the Department of Education can give us the tools to assist these learners, 
my future role as teacher will look much brighter.  
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Participant # 12        
What are your feelings, and perceptions on learners who experience barriers to 
reading in your inclusive classroom? 
My feelings are basically that learners can‟t really read and therefore it is 
difficult for them to actually learn. It is a fact, if you can‟t read, how will you 
learn to study or follow written instructions. You need to learn to read, that is 
the basic line. 
How do you feel about teaching these learners in the mainstream; and kindly explain 
this to me? 
It is rather difficult, because some of the learners in the mainstream classes 
can   actually read, and they are coping very well, but now you get these 
learners who can‟t read, problem situation, catch 22, you bring down the pace, 
the guys who can cope suffer, do it the other way around, someone suffers, so 
it is a no-win situation, that is according to me.  
What kind of reading barriers do your learners‟ exhibit? 
Mm, reading barriers, they find it actually difficult just to identify, some words, 
in their own language. I think that is for me the main problem, identifying 
words and pronounce it properly.     
How do you, as a teacher, render support to learners with reading barriers in an 
inclusive classroom? 
Support? The best I can do is actually to encourage them to read more, but we 
know it is a fact, that we can‟t solve that problem in the classroom. I think I got 
a barrier of my own, … I am not trained to teach remedial teaching, so that is 
some barrier for them, and for me as well, to give them the necessary support 
in learning how to read.        
What methods do you make use of, when teaching the learners with barriers to 
reading in an inclusive classroom? 
326 
 
As I said, I let them read and try to help them with difficult words, but I also 
know that it would not really help to give them the meaning of a word that they 
skipped. 
If they are unable to recognise the word, when they read, I actually read the 
sentence with them and sometimes I find myself reading the paragragph to 
them.           
What are your feelings, perceptions and thoughts regarding the rendering of learner 
support to learners who experience barriers to reading? 
Well, I would say, it is actually a great thing, these learners need help. It is 
difficult for them to cope in all the subjects, if you have barriers to reading. If 
all the teachers, teaching these learners can get the necessary assistance 
from the Department to support these learners it will help.   
What skills need to be learned by teachers to render support to learners with barriers 
to reading in the mainstream classes? 
I can only say one thing, remedial teaching, that is to me … the most important 
skill to be learned. Patience and dedication will also play an important role 
when the teachers have to render support.    
How was teaching learners with reading barriers in the mainstream classes different 
in the past compared with how it is at present? 
If we go to the past, children were not in the same groups, we had special 
classes, mm, so teachers could actually concentrate and focus on children, 
with special learning barriers. At present, there is a lot admin, admin, admin, to 
be done before you can start with your lesson.  I do not know why the 
Department still refers to me as an educator, when I am more an administrator; 
there is so little time to plan how to teach your lesson effectively in an 
inclusive classroom.    
What should the role of parents be whose children experience a barrier to reading in 
an inclusive classroom? 
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Parents, their role. They should actually help their kids to read at home. Mm, 
but now you see the problem is that some of the parents themselves don‟t now 
how to read … and that is also a barrier.  
The best solution in our community for the parent will be to get their kids to 
join the library, get books and maybe ask a family member or friend to help 
them to read.  
Do you see any future in South Africa for the learners who are experiencing barriers 
to reading in an inclusive classroom? 
 Mam, you want me to be as honest as possible? (yes, laugh). I honestly do not 
know. For example, if my child can‟t read a sign that says “Don‟t touch”, he 
will die if he touches an electric cable with wet hands and he shocks. Unless 
you go back to the old, traditional method of teaching, “Jou Boet en Saartjie” 
method or get better guidance from the Department I do not know.      
What are some of the complexities facing educators who are currently teaching 
learners with barriers to reading in the mainstream? 
The Department, did some training, by sending us on workshops, but still, this 
is a real-life situation, and every day kids go through the system without 
progressing as they should, so we are not properly trained, we don‟t have the 
time actually to sit with the kids because as I said earlier, you need to do the 
paperwork, there is so much paperwork and according to me, our Department 
is just so happy, if your paperwork is up to date. In this area all the schools 
need a library at their schools where the learners can take out books on their 
level to read just for fun and enjoyment.”  
What type of support does the Department of Education render to the teachers 
regarding barriers to reading in an inclusive classroom? 
They do some workshops, they had a program a while a go “Drop all and 
Read” program, but I don‟t see anything else really working so maybe if we put 
more emphases on these programs at our school, it could help, they are trying 
at least.     
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How do you feel about the implementation of inclusive education in the mainstream 
classes? 
I think it should work, Mam, I think it should work, children should be tested, 
by an educational psychologist and we as teachers can work from there. We 
will then be able to know what barrier they have and render support to these 
learners.  
How did your school function differently in the past, before Whitepaper 6 was 
implemented? 
I was not teaching at this school, but I found the traditional way was more 
structured, more disciplined, now with OBE…you not sure, what potential the 
kids actually have, because, you, give them levels instead of marks. They don‟t 
even know what levels… I mean now, a 70% to a 100% is a level 4. So a 70% 
boy and a 100% boy they‟re not on the same level, but according to the 
system, they‟re on the same level. This can be quite confusing.  
How do you see your future role, as a teacher, in rendering support to learners with 
barriers to reading in an inclusive setting, as stipulated in White paper 6? 
I have to smile at that question, because you ask me how I see my role, if I‟m 
still here. Mm I think that as a teacher it is actually our job. You must see this 
as a calling if it is a job, you will not survive. I‟m not sure if I‟m surviving at this 
moment, but I can promise you I‟m trying to help the kids overcome their 
barriers, if I am doing the right thing Ido not know. I think my role in the future 
will definitely be, helping these kids to overcome these barriers. 
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Participant # 13 
What are your feelings, and perceptions on learners who experience barriers to 
reading in your inclusive classroom? 
Due to their barrier problems in reading, they find it difficult to co-operate in a 
whole group, and I also experience, behavioural problems. 
How do you feel about teaching these learners in the mainstream; and kindly explain 
this to me? 
To help these learners in the mainstream it helps me a lot to be more practical 
when introducing new work.  
What kind of reading barriers do your learners‟ exhibit? 
Most of them have auditory perception problems, where they sound words, but 
can‟t hear what they sound, and that gives them tremendous problems by 
hearing what they sound or recognise a word in reading, in a sentence. They 
read word for word and do not understand what they read when you ask them 
questions on the content of the story.  
How do you, as a teacher, render support to learners with reading barriers in an 
inclusive classroom? 
I give them extra reading lessons after hours, like remedial, lots of homework, 
more repetition of the work that was given to them during their day, at school.  
What methods do you make use of when teaching the learners with barriers to 
reading in an inclusive classroom? 
Word games, songs and listening activities, helps a lot. Shared reading, paired 
reading, etcetera, and also practical objects, where they have to put words or 
stickers on the different objects to learn and play, to be able to read.  
 The learners who experience reading problems will experience a bit of 
success during group reading and at the same time, it helps with the 
participation of reading in the class. 
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What are your feelings, perceptions and thoughts regarding the rendering of learner 
support to learners who experience barriers to reading? 
Learners can just gain more and perform better in the classroom when they 
get the necessary learner support in the classroom. 
What skills need to be learned by teachers to render support to learners with barriers 
to reading in the mainstream classes? 
Teachers should be willing to accept changes. Remedial skills will be of a big 
help.  
How was teaching learners with reading barriers in the mainstream classes different 
in the past compared with how it is at present? 
In the past, the curriculum did not cater for an inclusive perception, teachers 
made use of rode learning and repetition, which allows learners only to 
memorise.  
What should the role of parents be whose children experience a barrier to reading in 
an inclusive classroom? 
Parents should work closely with the teachers. The parents should get 
involved in follow-up therapy and get extra reinforcement outside the school if 
they are unable to help their children.”  
How do you see your future role in rendering learner support to learners in an 
inclusive educational setting, especially those who are experiencing barriers to 
reading? 
With more support from the Educational institutions, it will help a lot. 
Do you see any future in South Africa for the learners who are experiencing barriers 
to reading in an inclusive classroom? 
Yes, every bit of knowledge, will aid the child in future educate, or endeavours.  
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What are some of the complexities facing educators who are currently teaching 
learners with barriers to reading in the mainstream? 
Overcrowded classes and inadequate skills and training. The learners who 
cannot read or grasp the learning material will eventually develop a backlog.    
What type of support does the Department of Education render to the teachers 
regarding barriers to reading in an inclusive classroom? 
I only know of a one day workshop on reading problems, for the teachers, at 
the different schools that was organised in 2009.  
How do you feel about the implementation of inclusive education in the mainstream 
classes? 
I am all for it, but it will help a lot if the classes are not overcrowded. 
How did your school function differently in the past, before Whitepaper 6 was 
implemented? 
In the past, they were tested by a psychologist, these learners were placed in 
separate classes and teachers not specifically trained would teach them. 
How do you see your future role, as a teacher, in rendering support to learners with 
barriers to reading in an inclusive setting, as stipulated in White paper 6? 
With the support of other‟s, a professional psychologist, speech therapist, 
occupational therapist, the future will seem brighter for these learners.  
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Participant # 14        
What are your feelings, and perceptions on learners who experience barriers to 
reading in your inclusive classroom? 
These learners have a huge backlog and drop out eventually, due to all 
administration and overcrowded classrooms, these children are left on their 
own, because there is no extra time, for individual attention. 
How do you feel about teaching these learners in the mainstream; and kindly explain 
it to me? 
I think it can be done with a smaller amount of learners per class, you classify 
the learners according to their strength and weaknesses and their needs 
obviously and group them accordingly. Have the stronger learners help the 
others, in their groups. Continuous assessment is necessary.  
What kind of reading barriers do your learners‟ exhibit? 
Mainly perceptual skills, mm, they don‟t know basic sounds, they reverse the 
sound and letters, not enough material per level and no encouragement from 
the parents and people at home.  
How do you, as a teacher render support to learners with reading barriers in an 
inclusive classroom? 
I make them feel part of a lesson or a group … individually, I test them and 
then I start at a point, where I think they need to start from. I give praise and 
encouragement, per achievement, improvise reading material on their level, for 
example, making picture books that they can start reading from the picture 
and then move on to books with words and then books with sentences, as the 
learners progress.  
What methods do you make use of, when teaching the learners with barriers to 
reading in an inclusive classroom? 
Mostly individual teaching, one-on-one contact with the child, group work, 
practical games, they like games, and dramatization, they remember it better. 
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What are your feelings, perceptions and thoughts regarding the rendering of learner 
support to learners who experience barriers to reading? 
It is very important, they need to feel part of a learning process, and they need 
to be included in all activities, and they need that sense of belonging. 
What skills need to be learned by teachers to render support to learners with barriers 
to reading in the mainstream classes? 
Patience, is very critical, as well as empathy, teachers need to understand 
their circumstances and identify their barriers in order to render the support 
these learners need.  
We need skills in how to manage our time implementing the multi-level 
curriculum, how to use resources effectively as mind dynamics to remove the 
barriers of learners and effectively incorporate parents in their child‟s 
schooling.  
How was teaching learners with reading barriers in the mainstream classes different 
in the past compared with how it is at present? 
In the past we mainly had the traditional method with a lot of repetition, and 
now we have the OBE method with less repetition and more writing.  
What should the role of parents be whose children experience a barrier to reading in 
an inclusive classroom? 
Mainly to support them, encourage them and help them at home. 
How do you see your future role in rendering learner support to learners in an 
inclusive educational setting, especially those who are experiencing barriers to 
reading? 
I think success can be achieved, help them to become confident, encourage 
reading out loud in front of others. 
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Do you see any future in South Africa for the learners who are experiencing barriers 
to reading in an inclusive classroom? 
Ja, definitely. With the help of dedicated and supportive teachers they will 
learn to read. 
What are some of the complexities facing educators who are currently teaching 
learners with barriers to reading in the mainstream? 
Teaching aids, support material and too much administration. 
What type of support does the Department of Education render to the teachers 
regarding barriers to reading in an inclusive classroom? 
We actually don‟t get anything from the Department, we work on … basically 
on what the Junior Primary teachers have and then from there we cut corners.  
How do you feel about the implementation of inclusive education in the mainstream 
classes? 
We are not yet ready for such a drastic move, due to the teachers who are not 
yet trained, accordingly or properly trained, our buildings are not equipped, we 
don‟t have ramps etcetera and many things need to be in place to cater for the 
needs of  learners  with barriers to learning.  
How did your school function differently in the past, before Whitepaper 6 was 
implemented? 
We had special needs classes for learners with barriers … mostly mentally 
handicapped. 
How do you see your future role as a teacher in rendering support to learners with 
barriers to reading in an inclusive setting, as stipulated in White paper 6? 
I think, I would use my knowledge, my skills, I‟ve done a remedial therapy 
course, and my experience, to encourage and support these learners, because 
I believe it can be done. 
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Participant # 15 
How are you presently functioning, as educational psychologists, in rendering learner 
support to learners who experience barriers to reading? 
As an educational psychologist, I am currently busy with the training of 
Institutional Level Support Teams, and … to provide guidelines to reading 
support, for instance like motivating learners to listen to the spoken word as 
often as possible and to involve them in reading games and reading in real-life 
situations and then to experience reading as a pleasure activity. We try to give 
these learners individual programmes, to help them learn the basic reading 
skills, but this is not always possible without giving assistance to the teacher 
to occupy the rest of the class. 
 What are your feelings towards the learners who are experiencing barriers to 
reading in an inclusive classroom and why? 
Uh, I feel that at present, insufficient time is being spent in teaching pre-
reading skills in our schools. The reasons can be that … the classes are too 
big, the pupil teacher ratio, there are no teaching aids and teacher assistance 
available. I am committed to the learners with barriers to reading, although I 
am frustrated with the workload. 
What kinds of learning problems were referred to by the schools in the past for 
learner support? 
Well, actually it remains the same, like slow learners, slow readers, learners 
with spelling problems, those that couldn‟t calculate, that is the type of 
situation we had.  
What kinds of learning problems regarding reading are referred to you, by schools at 
present, for learner support? 
Presently, learners cannot read, even on grade 6 to 7 level, … they have 
problems,  analyzing of words, … morphemes, limited reading skills, their 
experience in general knowledge, are limited, mispronounce words and there 
is little interest in reading.   
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What did this learner support entail in the past, and what does it entail now in the 
present? 
In the past we had this medical model, … within the child model, and … we 
started having remedial … or remedial consultants and remedial assessments 
and based on that …extra lessons were prevail or an intervention programme 
followed, some of these learners was place in a special class or special school 
if the learners still couldn‟t progress after all these extra lessons or 
programmes.    
What are your feelings and perceptions about the changes that took place in 
education and about your present role in rendering learner support to learners 
experiencing barriers to reading?  
It is actually exciting, although the changes could have been more suttle and 
implemented interventionally. My present role like I said is to support … the 
ILST in developing some sort of reading programs … help with development of 
goal setting, setting of objectives today, training of educators. The ILST with 
regard to determination of reading levels … of learners … both on the 
independent level, the frustration level and the (instrumental), institutional 
level. The determination of the reading comprehension of the learner, through 
silent reading and the determination of word identification, during oral reading.    
What kind of referral, diagnostic and support procedures were followed in the past, 
and at present, regarding reading problems? 
In the past … because the reader couldn‟t read at the appropriate grade level 
… diagnostic, we used standardised reading and spelling test by remedial 
therapist and psychologist. Support, we could render, at that stage, with the 
development of reading programs, guidelines to educators, perceptual type of 
exercises, referral to occupational therapist and remedial therapist.  
At present, it‟s actually the same that I have mentioned … the support is more 
towards training of the ILST to support the educators in the class, through the 
implementation of reading programmes.   
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What kind of co-operation is there between the support centres and the schools 
about rendering support to the learners that are experiencing barriers to reading in 
an inclusive classroom? 
The co-operation is different now … instead of … in the past, we just had the 
support centre, now we got the ILST‟s that we have to established and they are 
linked to the district by means of the District Based Support Team. … 
Educators are being trained in the SIAS process through Screening, 
Identification, Assessment and Support Techniques. The remedial consultants, 
as part of the District Based Support Team assist with on sight support to 
educators on request and then there‟s a development of guideline programs to 
support learners in an inclusive classroom.   
How do you implement White Paper 6 on Special Needs Education, and what 
difficulties do you experience in rendering support to learners with barriers to 
reading? 
Reasons for the need emphasize its place on the social economical shift place 
on equity and non discrimination. The changing from the medical model of 
support to learners with barriers to learning to the social model and then part 
of that is the development of the Institutional Level of Support Team and 
they‟ve been trained in the SIAS process … through the staff with compliments 
of each school. Workshops and onsite visits to schools are been rendered in 
order to support these educators.  
The identification of primary schools could be developed as a full-service 
school, as well as a training of staff of resource centres are in progress. 
Difficulties in the rendering of support is that the lack of motivation among 
learners to read, illiteracy levels of parents in order to support those learners 
and the lack of reading material at home, size of the classes and the lack of 
availability of teaching aids and assistance to educators.  
What kind of difficulties do you experience now, and in the past, that hindered the 
successful fulfilling of your duties? 
I mostly assist the ILST with the variation of programs that has been 
implemented and developed to assist those learners.  
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How do you see your future role in rendering learner support to learners who are 
experiencing barriers to reading in an inclusive classroom? 
We need to be high log psychologist as well as social workers to try and 
support these learners, so the role is huge, because the parents also need to 
be educated about how to handle the different challenges that their kids are 
presenting with, so that those can be stamped from home, before they present 
themselves at school.  
What scholastic fears do you have for the learner who experiences barriers to 
reading in an inclusive setting? 
One of the fears is actually … that there may be a situation that learners 
couldn‟t be identified at an earlier age that means they wouldn‟t be receiving 
the necessary support. 
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Participant # 16      
How are you presently functioning as educational psychologists in rendering learner 
support to learners who experience barriers to reading? 
Well, at this school, firstly, I‟m helping with the assessment of learners that 
have been recruited into the school or referred by the Department of Education 
and, determined their level of their functioning. Secondly, I also give therapy, 
in terms of behaviour modification, because there are a lot of behavioural 
problems, that the kids are presenting with, so I develop programs to kind of 
help them with their behaviours,  and assist the teachers, each educator might 
come with a problem, and then I develop an individual programme for that 
learner.  
What are your feelings towards the learners who are experiencing barriers to reading 
in an inclusive classroom, and why? 
Feelings, … I don‟t know how to refer to that feeling, but really, I feel sorry for 
most of the learners here, because they are experiencing huge barriers and 
deficits, in terms of reading because, really their mental ability at times limits 
them, to be able to concentrate and read.  
What kinds of learning problems were referred to you by the schools in the past for 
learner support? 
In the past it is basic reading skills … writing, as well as transcriptions and so 
on … and as well as behavioural problems. 
What kinds of learning problems regarding reading is referred to you by schools at 
present for learner support? 
Reading, pupils can‟t read because as I said, at this school, most of the time 
their intellectual ability, makes it really difficult for them to read, but we try in 
terms of developing individual learner support … by means of programmes, to 
help them with basic reading skills. 
What did this learner support entail in the past, and what does it entail now in the 
present? 
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In the past, it was kind of not co-ordinated, and mostly, teachers or educators 
were taking their own responsibility and initiative to try and assist learners. 
But now, it is more co-ordinated because a group of … let me say, a multi-
disciplinary committee or group will approach each barrier differently, give 
advice and try and help the learner, so it is more co-coordinated, and I think it 
can be effective, if that approach is kept.         
What are your feelings and perceptions about the changes that took place in 
education and about your present role in rendering learner support to learners 
experiencing barriers to reading?  
Starting with the last one, I mean … the role, I do as rendering support. I am in 
the ILST as a psychologist where we, as I said, generate some ideas and 
strategies as to how to help these learners, so I am involved there. I also assist 
the educators in their different classes, to implement the programs, the 
techniques, and the strategies. With regards to the second question, what is 
it? (Feelings and perceptions) Oh, my perception about the present situation is 
that I think the Department is struggling in terms of implementing, the 
inclusive education, and I think there are a lot of kids that the system is going 
to loose in terms of reading, and the barriers which cannot be addressed 
because firstly of, the numbers that are involved and as well as the training 
that educators need to be expose to in dealing with the different barriers since 
inclusive educations mean that learners with different barriers must be in the 
same class.  
What kind of referral, diagnostic and support procedures were followed in the past, 
and at present, regarding reading problems? 
In the past, we used standardised tests, individual and group tests, and that 
was done on a medical basis, and mostly we would … see individuals, 
although groups were also done. 
Then the kids were categorised according to their mental abilities, and 
because of the medical approach, they would be redirected, to specialised 
education. But currently … the current tool, which is, they call it the SIAS, the 
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teachers can do that on their own, they can Screen. Identify, Assess and 
render Support at a school level. How effective it is, I‟m not sure.  
What kind of co-operation is there between the support centres and the schools on 
rendering support to the learners who are experiencing barriers to reading in an 
inclusive classroom? 
Well, the support centres, their role that I see presently is to direct plans to 
schools and then they are also busy with advocacy. Their actual support in a 
school situation is non existent, because teachers are still crumbling with 
issues that they have to deal with on a daily basis, and they facing huge 
challenges in that aspect.  
How do you implement White Paper 6 on Special Needs Education, and what 
difficulties do you experience in rendering support to learners with barriers to 
reading? 
Well, as we say White Paper 6. One of the aspects of White Paper 6 is that … 
all learners are able to read and they just need support and that there is also 
this aspect of inclusivity which is being done. Even here at this special school, 
because there is no categorisation of learners and differentiation. How ever, it 
is difficult to render this support in such a situation, because we need 
assistance that will be helping educators, with the programs that are being 
delivered, to help the different types to challenges. 
What kind of difficulties do you experience now and in the past that hindered the 
successful fulfilling of your duties? 
Well, as I‟ve mentioned, I‟m sure, human resource and material resource. If the 
human resource was there and without any doubt, there will be fewer learners 
in any class and what ever programs we develop for these learners and 
supporting these learners, will be implemented without you know paying more 
attention to a few kids whilst you loose the others.  
Then there is also the materialism part of it. There are a lot of devises that are 
needed you know, by various learners who present different barriers and the 
Department so far, are not addressing these issues. 
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How do you see your future role in rendering learner support to learners who are 
experiencing barriers to reading in an inclusive classroom? 
Well, resources I think, one can be very effective. But really … the role is … 
huge, psychologists, educational psychologist are needed in this, especially if 
you think of the background of the communities where these learners are 
coming from, they are coming from different communities and they presented 
with different behavioural problems and challenges, as well as their socio 
economic situations.  
What scholastic fears do you have for the learner who experiences barriers to 
reading in an inclusive setting? 
That is ultimately going to lead to … a society, with a lot of learners who can‟t 
read and basically our economy is dependent on people who can read, and a 
lot of these learners, I am afraid, they will be lost. 
Most of these learners come from homes where they get no stimulation, never 
read books or gain general knowledge because the parents feel they have to 
deal with their own problems, for example, providing food on the table to 
survive. 
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Participant # 17 
How are you presently functioning as educational psychologists in rendering learner 
support to learners who experience barriers to reading? 
The role of the educational psychologist is primarily to identify … whether 
such barriers do exist or not, so ours is more to do with testing of learners. 
What are your feelings towards the learners who are experiencing barriers to reading 
in an inclusive classroom, and why? 
It is imperative that those learners, be accommodated … in terms of their 
weaknesses or their barriers, so that they can function optimally at that level.  
What kinds of learning problems were referred to you by the schools in the past for 
learner support? 
In the past it was learners who had intellectual disabilities, for example, 
learners with reading, spelling and mathematical disabilities. 
 What kinds of learning problems regarding reading are referred to you by schools at 
present for learner support? 
A great deal of referrals come, as a result of learners not coping in the 
classroom, so it is either, intellectual disabilities that they have, reading 
disabilities, spelling disabilities as well as mathematical disabilities.    
What did this learner support entail in the past, and what does it entail now in the 
present? 
These will include all the ones that I mentioned before, but the primary one 
focussing particularly in the area we live, has to do with intellectual disorders.   
What are your feelings and perceptions about the changes that took place in 
education and about your present role in rendering learner support to learners 
experiencing barriers to reading?  
In the past these learners were placed in what we call an adaptation class… 
this was before the special classes … and they were left there and forgotten. 
Nowadays the special class system is geared towards that learner; also 
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develop, although not on the level of a child with average intelligence. 
Previously, particularly, from the point of view of in the apartheids system, 
there was very little done. There was not sufficient psychologist for schools.  
Presently, there are still not sufficient, but at least there are some that can help 
to accommodate those … that have barriers to reading, although, they are in 
the minority.  
What kind of referral, diagnostic and support procedures were followed in the past 
and at present regarding reading problems? 
In the past as I said, there may have been referral systems, but because of the 
lack of psychologist … very few of them actually got to see a psychologist. 
Presently, there are a little bit more, there‟s a bit more help. The referral 
system identifies the child with a learning need, which enables him or her to 
be … exposed, to receiving help, regarding their reading problems. 
These learners should be accommodated in terms of their weaknesses or their 
barriers, so that they can function optimally at their own level.” 
What kind of co-operation is there between the support centres and the schools on 
rendering support to the learners that are experiencing barriers to reading in an 
inclusive classroom? 
The support centres, were geared or they were started as identified in White 
Paper 6, as service centres, so the identification starts at school, and because 
the expertise is concentrative at the support centres, the referral goes there 
and they have the manpower then to see that remedial services are extended 
to the community. 
How do you implement White Paper 6 on Special Needs Education, and what 
difficulties do you experience in rendering support to learners with barriers to 
reading? 
White Paper 6 is very clear in terms of identifying learners with barriers, and it 
is to date the first document to my knowledge, that actually identifies and 
spells out clearly, what the roles of the people are, that are involved. Mm, in 
rendering support to learners with barriers to reading, the whole emphasis is 
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on getting a diagnostic test done, to see exactly what the problem is and with 
the help of specially trained remedial therapist and occupational therapist, the 
problem is then address.   
What kind of difficulties do you experience now and in the past that hindered the 
successful fulfilling of your duties? 
Mm, the first one will be manpower, because there‟s far more to many referrals 
for the qualified people to handle. Secondly … the whole problem of travelling, 
because you have to travel to schools, to get to see, these learners, as most of 
our schools do not have their own transport. Thirdly, logistically, even though 
you‟ve identified the problem, not all service providers are catered for in the 
department, so, although you‟ve perhaps identified that the child needs to see 
an occupational therapist, it is impossible, because, many parent‟s can‟t afford 
that.  
How do you see your future role in rendering learner support to learners who are 
experiencing barriers to reading in an inclusive classroom? 
Mm, I would say that if you re-look at the whole system, you definitely need to 
employ more professional personnel. They need to be deployed in terms of 
circuits, to schools. At present, it is still a situation where only the schools 
that previously had this expertise at their previous schools, retained it, and no 
new staff was appointed since 1994, as far as specialised services are 
concern.       
What scholastic fears do you have for the learner who experiences barriers to 
reading in an inclusive setting? 
Mm, the first one would be the obvious thing of drop outs … it propels the 
crime in the area, furthermore, a lot of the children, because they cannot 
function academically and land up in the street, become a financial burden to 
both the state and the environment they are living in, and it becomes a vicious 
cycle. Most of the time the parents of these learners did not finish their 
primary school careers and are unable to motivate or help their children with 
reading, because they as parents are not motivated to read, and some of them 
simply cannot read.  
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Participant # 18 
Wanneer het u uitgevind, u kind ondervind leesprobleme? 
In Graad vier het ek dit self opgelet, want hy wou nooit boekies lees nie. 
Hoe het u as ouer hieroor gevoel, en waarom? 
Ek het nie lekker gevoel nie, ek was bekommerd wat gaan van hom word in die 
toekoms, as hy ʽn leesprobleem het.  
Hoe voel u as ouer dat u kind in ʽn inklusiewe klaskamer onderrig ontvang? 
Ek was bekommerd dat as hy begin lees, die kinders vir hom sal lag en dan 
gaan hy sleg voel en nie meer skool wil bywoon nie. 
Wat ondervind u as ouer tuis, wanneer u kind nie „n eenvoudige sin kan lees nie? 
Ek was bekommerd dat hy n „drop out‟ sal word as hy nie kan lees nie.  
Wat verwag u van die onderwyser wat u kind, wat „n leesprobleem het, in die 
gewone stroom onderrig? 
Ek verwag dat die onderwyser hom moet help om te lees en om hom te leer na 
skool. 
Hoe kan die onderwyser u as ouer help om u kind se leesprobleem te oorbrug? 
Deur vir my kind lees boekies te gee om by die huis te lees waarmee ek kan 
help. 
Wat is u as ouer bereid om te doen, om u kind te help met die leesprobleem?  
Ek as ouer is bereid om my kind na skool te help om te leer lees, al wat ek vra: 
is dat die onderwyser my moet help, deur vir my te verduidelik hoe moet ek dit 
doen. 
Waarom het u „n gewone skool gekies om u kind te laat onderrig en nie ʽn spesiale 
skool nie? 
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Ek het hierdie skool gekies omdat ons in die omgewing woon en die Spesiale 
skole almal ver is … en dit beteken baie geld vir vervoer wat ek elke dag sal 
moet uitgee …en ek werk nie. 
Kan u, u kind met leesprobleme help? Indien nie, wat doen u daaromtrent? 
Ek het al probeer maar hy stel nie daarin belang om boeke te lees nie. Ek weet 
nie wat om te doen nie.   
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Participant # 19 
Wanneer het u uitgevind, u kind ondervind leesprobleme? 
In Graad vier het ek dit self opgelet, want hy wou nooit boekies lees nie. 
Hoe het u as ouer hieroor gevoel, en waarom? 
Ek het nie lekker gevoel nie, ek was bekommerd, wat gaan van hom word in as 
hy „n leesprobleem het. Watter werk sal hy eendag kan doen?  
Hoe voel u as ouer dat u kind in „n inklusiewe klaskamer onderrig ontvang? 
Ek was bekommerd dat as hy begin lees, die kinders vir hom sal lag en dan 
gaan hy sleg voel en nie meer skool wil bywoon nie. 
Wat ondervind u as ouer tuis, wanneer u kind nie „n eenvoudige sin kan lees nie? 
Ek is bekommerd dat hy n „drop out‟ (hy sal die skool vroeg verlaat) sal word, 
as hy nie kan lees nie.  
Wat verwag u van die onderwyser wat u kind, wat „n leesprobleem het, in die 
gewone stroom onderrig? 
Ek verwag dat die onderwyser hom moet help om te lees en om hom te leer 
lees, al is dit na skool. 
Hoe kan die onderwyser u as ouer help om u kind se leesprobleem te oorbrug? 
Deur vir my kind eenvoudige boekies te gee om by die huis te lees waarmee ek 
kan help, … en geduld saam met hom te hê. 
Wat is u as ouer bereid om te doen om u kind te help met die leesprobleem?  
Om hom na skool te help om te leer lees, as die onderwyser my kan help, deur 
te sê hoe moet ek dit doen. 
Waarom het u „n gewone skool gekies om u kind te laat onderrig en nie n spesiale 
skool nie? 
Omdat ons in die omgewing bly en die Spesiale skole almal…. ver is en dit 
beteken baie „transport‟ geld. 
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Kan u, u kind met leesprobleme help? Indien nie, wat doen u daaromtrent? 
Ek weet nie wat om te doen om my kind te help nie. Ek probeer om saam met 
hom te lees, maar ten die einde, lees ek lankal alleen.     
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Participant # 20 
Wanneer het u uitgevind, u kind ondervind leesprobleme? 
In graad een, uh, ek het self uitgevind, toe ek sien hy lees n boek sonder om na 
die woorde te kyk.   
Hoe het u as ouer hieroor gevoel, en waarom? 
Baie hartseer en teleurgesteld en ek het nie geweet wat om te doen nie. 
Hoe voel u as ouer dat u kind in „n inklusiewe klaskamer onderrig ontvang? 
Ek voel aan die een kant gelukkig … en aan die anderkant bekommerd, dat die 
kinders hom gaan uitlag as hy gaan probeer om te lees. 
Wat ondervind u as ouer tuis, wanneer u kind nie „n eenvoudige sin kan lees nie? 
Oe, frustrasie, wil hom graag help, maar ek weet nie hoe nie. Hy is vreeslik lief 
vir die natuur en toe het ek vir hom n boek oor dolfyne gekry. Die verhaaltjie is 
van n seuntjie, wat sy mammie en pappie in ʽn motorongeluk verloor het. Hy 
het toe teruggetrokke geraak en hom heeltemal onttrek van almal en alles. Die 
bure het met vakansie gegaan, kus toe, en hom saamgeneem, en hy het 
soggens vroeg langs die strand gaan stap, en toe bevriend geraak met hierdie 
dolfyn. My kind het toe net sover gelees, hy het nie belanggestel wat verder 
gebeur het nie, so my hande voel afgekap, en ek weet nie hoe om my kind te 
help nie.    
Wat verwag u van die onderwyser wat u kind, wat „n leesprobleem het, in die 
gewone stroom onderrig? 
Ek verwag die onderwyser moet ten minste empatie saam met hom hê, en hom 
help met sy leesprobleem, en vir my riglyne kan gee in wat moet ek doen om 
my kind te help. 
Hoe kan die onderwyser u as ouer help om u kind se leesprobleem te oorbrug? 
Ek verwag van die onderwyser om my riglyne te gee, om my kind tuis te kan 
help met sy leesprobleem. 
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Wat is u as ouer bereid om te doen om vir u kind te help met die leesprobleem?  
Lag… Ek betaal my kind R2,00 om hom te motiveer om te lees. Hy sal op die 
een bladsy lees en dan gaan hy kort, kort, vra : “Ma is dit nou klaar”. Nee, vir 
R2,00, is die hele bladsy. “Ma moet ek nou ophou?” Nee, vir R2,00, is die hele 
bladsy, want ek weet nie wat om te doen nie.  
Waarom het u „n gewone skool gekies om u kind te laat onderrig en nie ʽn spesiale 
skool nie? 
Lag, ek het gedink dit is soos in die ou dae juffrou, want, uh, 50 jaar gelede 
was die kinders voor die tafel op die vloer gesit en hulle het gelees. Juffrou 
was agter in die klas, saam met die wat ʽn problem het, en sy het die kind 
geleer, oe, aai, aa, en ek het gedink dit is maar nog dieselfde.  
Kan u, u kind met leesprobleme help? Indien nie, wat doen u daaromtrent? 
Ek probeer my bes, maar my kind het ʽn konsentrasie problem, ek soek leiding 
van die onderwyser, want ek weet nie, is ek op die regte pad, doen ek die regte 
ding? Ek soek leiding. 
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Participant # 21 
Wanneer het u uitgevind, u kind ondervind leesprobleme? 
Ek het in graad twee eers uitgevind my kind het ʽn leesprobleem. Hy kon 
eenvoudige woorde lees, maar nie groot woorde nie.   
Hoe het u hieroor gevoel, en waarom? 
Ek was baie hartseer, want jy moet kan lees, anders kan jy nie werk kry nie, 
soos byvoorbeeld „n ordentlike werk, om te sorg vir jou familie.  
Hoe voel u as ouer dat u kind in „n inklusiewe klaskamer onderrig ontvang? 
Bekommerd, dat leerlinge hom sal, sal uitlag en sal tart. 
Wat ondervind u as ouer tuis, wanneer u kind nie „n eenvoudige sin kan lees nie? 
Dit is frustrerend, soms dink jy hulle is van aspris, want byvoorbeeld as jy sê 
“Manie lees dit”, dan wil hy dit nie lees nie, maar dan kan hy dit regtig nie lees 
nie. Dit is regtig „n probleem.   
Wat verwag u van die onderwyser wat u kind, wat ʽn leesprobleem het, in die 
gewone stroom onderrig? 
Ek verwag die onderwyser moet my kind ekstra klas gee na skool, om hom 
bietjie te motiveer om meer te lees, of as die kinders besig is, die wat nou kan 
lees, hom eenkant sit en hom leer lees.     
Hoe kan die onderwyser u as ouer help om u kind se leesprobleem te oorbrug? 
As die onderwyser my verduidelik, hoe om hom te help by die huis, of vir hom 
tuiswerk te gee, wat die problem nou sal verbeter.     
Wat is u as ouer bereid om te doen om u kind te help met die leesprobleem? 
Hulle bied nou leesklasse, aan by die skool. Die maatskaplike werkers, hulle 
help die kinders, die minderbevoorregte kinders, wat nie kan lees nie, gee 
hulle nou ekstra leesklasse by die skool, Dinsdae en Donderdae.   
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Waarom het u „n gewone skool gekies om u kind te laat onderrig en nie „n spesiale 
skool nie? 
Die spesiale skool is baie duur en ek kan dit nie bekostig nie. 
Kan u, u kind met leesprobleme help? Indien nie, wat doen u daaromtrent? 
Dit is n bietjie moeilik vir my, want ek weet nie hoe om hom te hanteer nie, en, 
hy‟s ʽn bietjie baie onhanteerbaar, soos vandag, toe koop ek vir hom “sweets” 
om hom in die huis te hou, sodat ek hom sover kan kry om vir my te lees. 
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Participant # 22       
When did it come to your attention that your child is experiencing barriers to reading? 
Mm, last year, when he was in grade two.  
How did you as a parent feel about it, and why? 
Mm, Actually I worked last year and I couldn‟t help him with his school work, 
and I felt myself to blame for it, because I wasn‟t there, when he needed the 
help.     
How do you as a parent, feel that your child is taught in an inclusive classroom at 
school? 
Mm, actually, I feel, there is nothing wrong with the classroom because the 
teacher, will always let me know if there is a problem. I don‟t have a problem 
with the teacher, teaching my child, so everything is alright for me. 
What do you as a parent, experience at home when your child cannot read a simple 
sentence? 
Sometimes, I feel frustrated because he is not motivated to read and refuse to 
try and read.  Other times then I can see he is also eager to learn to read and 
he will let me help him. I feel stressful when my child cannot recognise simple 
words or some of the letters of the alphabet. 
What do you expect from the teacher, teaching your child who has a barrier to 
reading in a mainstream class? 
I expect her to do the same like she did last year, she helped him a lot and… 
she called me in when he did not complete his homework or reading 
assignments. Parent: I expect the teacher to be more patient and tolerant and 
to help her in any way she can. I would appreciate it if the teacher can send his 
reading book home every day because sometimes he comes home with only a 
phonic chart to learn. 
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How can the teacher assist you, as a parent, to help your child to overcome his or 
her barrier to reading? 
She can tell me what to do, to help him. 
What are you, as a parent, willing to do to help your child with the reading problem? 
Anything that is possible, she (the teacher) can tell me to do, I‟ll do. I know I 
need to work closer with the teacher and that I should see that he does his 
homework, but this is not always possible, because I am tired after I have 
worked a twelve-hour shift.”  
Why did you pick a mainstream school to educate your child and not a special school 
that caters for learners with special needs? 
Firstly, is the money. You must pay for a special school and I‟m not working. I 
am … unemployed at the moment and secondly, mm, his brother was at this 
school and his education turned out well, and that is another reason.    
Can you assist your child with the reading problem, if not what are you doing about 
it? 
Yes, I can assist him and I spoke to the teacher actually, and she said, she‟s 
going to help me with it.  
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Participant # 23 
Wanneer het u uitgevind, u kind ondervind leesprobleme? 
Toe hy in graad twee was, en ek het dit by die huis opgelet, toe ek hom 
boekies gegee het om te lees, en hy kon dit nie lees nie.  
Hoe het u as ouer hieroor gevoel, en waarom? 
Ek het nie lekker gevoel nie, want ek het gedink, wat gaan van hom word as hy 
eendag groot is, en hy is nog klein, en miskien gaan dit n problem wees 
eendag. 
Hoe voel u as ouer dat u kind in „n inklusiewe klaskamer onderrig ontvang? 
Toe ek uitvind hy het n probleem met lees, het ek bekommerd begin raak, ek 
was bang dat die kinders gaan vir hom miskien lag as hy lees, want hy is 
skaam. Tot dusver was daar geen problem in die klaskamer nie. 
Wat ondervind u as ouer tuis, wanneer u kind nie ʽn eenvoudige sin kan lees nie? 
Bekommerd, want ek wonder soms of hy ooit eendag sal kan lees.    
Wat verwag u van die onderwyser wat u kind, wat ʽn leesprobleem het, in die 
gewone stroom onderrig? 
Dat sy spesiale aandag aan hom moet skenk, en hom kan help met die lees, al 
beteken dit dat hy na skool moet bly.  
Hoe kan die onderwyser u as ouer help om u kind se leesprobleem te oorbrug? 
Deur vir hom met klankies of leesboekies huis toe te stuur en dan kan ek hom 
help by die huis. 
Wat is u as ouer bereid om te doen om vir u kind te help met die leesprobleem? 
Na skool met hom te sit en saam met hom te lees en hom help … as hy nie ʽn 
woord kan uitspreek nie. 
Waarom het u „n gewone skool gekies om u kind te laat onderrig en nie „n spesiale 
skool nie? 
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Die skool is binne loopafstand en die spesiale skole is baie duur.   
Kan u, u kind met leesprobleme help? Indien nie, wat doen u daaromtrent? 
Nee, ek kan nie regtig nie, maar ek probeer my bes en steun op die onderwyser 
om my te help.  
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Participant # 24 
Wanneer het u uitgevind, u kind ondervind leesprobleme? 
In graad een, toe die juffrou my ingeroep het. 
Hoe het u as ouer hieroor gevoel, en waarom? 
Ek het nie lekker hieroor gevoel nie, omdat die ander kinders in dieselfde klas 
nie die problem ondervind het nie. 
Hoe voel u as ouer dat u kind in „n inklusiewe klaskamer onderrig ontvang? 
Ek voel gemaklik en hoop dat hy by die skool ook gehelp sal word. 
Wat ondervind u as ouer tuis, wanneer u kind nie „n eenvoudige sin kan lees nie? 
Teleurgesteld, maar hoop dat daar „n verandering kan kom. 
Wat verwag u van die onderwyser wat u kind, wat „n leesprobleem het, in die 
gewone stroom onderrig? 
Ek verwag net dat die onderwyser geduld en bedagsaamheid sal beoefen en 
hom met sy leesprobleem help, waar nodig is.  
Hoe kan die onderwyser u as ouer help om u kind se leesprobleem te oorbrug? 
Mm, My kind na skool agter te hou en help, of, om te verduidelik hoe kan ek 
hom help by die huis. 
Wat is u as ouer bereid om te doen om u kind te help met die leesprobleem? 
Ek maak tyd by die huis om met hom te sit en hom te help om te lees. 
Waarom het u „n gewone skool gekies om u kind te laat onderrig en nie „n spesiale 
skool nie? 
Ons het nie geweet dat ons kind n leesproblem sal ondervind nie. 
Kan u, u kind met leesprobleme help? Indien nie, wat doen u daaromtrent? 
 Hy word tuis gehelp.   
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Participant # 25 
Wanneer het u uitgevind, u kind ondervind leesprobleme? 
Vanaf graad twee en toe moes die kind graad twee herhaal. 
Hoe het u as ouer hieroor gevoel, en waarom? 
Oe, baie ontevrede, ek dink die onderwysers moet meer lees en klank lesse vir 
die kinders gee. 
Hoe voel u as ouer dat u kind in „n inklusiewe klaskamer onderrig ontvang? 
Ek voel tevrede, en ek voel tevrede omdat hulle in die gewone stroom is en, 
dat die kind by die ander kinders kan aanpas wat in die gewone klasse is. 
Wat ondervind u as ouer tuis, wanneer u kind nie „n eenvoudige sin kan lees nie? 
Baie omgekrap, en ek wil net die kind slaan, maar ek weet dit is nie n 
oplossing nie. 
Wat verwag u van die onderwyser wat u kind, wat „n leesprobleem het, in die 
gewone stroom onderrig? 
Ek verwag dat die juffrou baie verdraagsaam sal wees en help waar sy kan. 
Hoe kan die onderwyser u as ouer help om u kind se leesprobleem te oorbrug? 
Sy moet elke dag die leesboekies huis toe stuur en die klankies soos enkel 
klankies, sodat ek die kind kan help klank, en dan dink ek sal daar ʽn 
verbetering kom.   
Wat is u as ouer bereid om te doen om vir u kind te help met die leesprobleem? 
Ek sal my kind tuis help. Dag vir dag ʽn bietjie laat lees, totdat sy die hele boek 
gelees het, en dan sal ek sien, as daar verbetering kom, sal ons verder gaan 
met moeiliker leesboeke.  
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Waarom het u „n gewone skool gekies om u kind te laat onderrig en nie „n spesiale 
skool nie? 
Mm, daar word nie meer voorsorg getref vir kinders by gewone skole nie, en 
die spesiale skole se fooie is altyd vir ons wat in die omstandighede bly ʽn 
bietjie te duur. Nou moet ons, ons kinders in gewone skole sit, waar die 
skoolfooie goedkoper is en alles goedkoper is.     
Kan u, u kind met leesprobleme help? Indien nie, wat doen u daaromtrent?  
Ek kan my kind help, ja. … Ek laat sy eerste, prentjies uit haar eie lees, en dan 
maak ons sinne van dit, en na die sinne, kan ons so verder gaan, en dan 
omskep ons dit in ʽn storie, en ek laat sy maar die storie self uitskryf, en so sal 
ons sien of daar vordering is of nie.  
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Participant # 26 
Wanneer het u uitgevind, u kind ondervind leesprobleme? 
Toe my kind in graad een was. 
Hoe het u as ouer hieroor gevoel, en waarom? 
Aan die begin was ek baie ongelukkig en ontevrede … en ek dink daar word 
nie genoeg tyd aan leeslesse bestee in die skool nie. 
Hoe voel u as ouer dat u kind in „n inklusiewe klaskamer onderrig ontvang? 
Ek voel tevrede … en ek hoop dat my kind miskien met die hulp van die 
onderwyser en die ander kinders in die klas, sal kan leer lees.  
Wat ondervind u as ouer tuis, wanneer u kind nie „n eenvoudige sin kan lees nie? 
Ek voel baie teleurgesteld, maar ek hoop daar sal ʽn verbetering intree. 
Wat verwag u van die onderwyser wat u kind, wat n leesprobleem het, in die gewone 
stroom onderrig? 
Ek verwag onderwysers moet geduld saam met ons kinders hê, en my kind 
help waar dit nodig is. 
Hoe kan die onderwyser u as ouer help om u kind se leesprobleem te oorbrug? 
Ek sal graag wil hê die onderwysers moet elke dag vir my leesboekies huis toe 
stuur, en enkelklanke om mee te begin.  
Wat is u as ouer bereid om te doen om u kind te help met die leesprobleem? 
Ek sal elke dag tuis, ʽn paar ure aan my kind se lees werk bestee, en my kind te 
help om te verbeter in sy werk. 
Waarom het u „n gewone skool gekies om u kind te laat onderrig en nie „n spesiale 
skool nie? 
Daar word nie meer voorsorg getref by skole vir kinders met sulke probleme 
nie, en die gewone skole in ons area is baie goedkoper.  
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Kan u, u kind met leesprobleme help? Indien nie, wat doen u daaromtrent? 
Ja, ek kan, want ek werk baie met voorskoolse kinders. Ek begin met prente 
wat baie kleurvol is, en lees gereeld stories vir my kinders.  
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Participant # 27 
Wanneer het u uitgevind dat u kind leesprobleme ondervind? 
Vanaf graad een, juffrou, my kind het „n brein probleem gehad. 
Hoe het u as ouer hieroor gevoel, en waarom? 
Ek het ongelukkig gevoel, ek het gehoop dat die onderwyseres die situasie sal 
verstaan. 
Hoe voel u as ouer dat u kind in „n inklusiewe klaskamer onderrig ontvang? 
Ongelukkig, omdat my kind altyd agter is met haar werk. 
Wat ondervind u as ouer tuis, wanneer u kind nie „n eenvoudige sin kan lees nie? 
Ek voel soos n mal mens en dink my kind is dom. 
Wat verwag u van die onderwyser wat u kind, wat „n leesprobleem het, in die 
gewone stroom onderrig? 
Baie geduld juffrou, en om te help waar nodig is. 
Hoe kan die onderwyser u as ouer help om u kind se leesprobleem te oorbrug? 
Klanke te doen elke dag, en my kind ʽn paar minute agter te hou en te help met 
haar leeesprobleem, elke tweede dag. 
Wat is u as ouer bereid om te doen om u kind te help met die leesprobleem? 
Om haar biblioteek toe te neem en eenvoudige leesboekies te kies om te lees.  
Waarom het u „n gewone skool gekies om u kind te laat onderrig en nie „n spesiale 
skool nie? 
Juffrou, geld is „n groot probleem, „n gewone skool is goedkoper. Ons woon in 
„n arm gebied en ek werk nie.  
Kan u, u kind met leesprobleme help? Indien nie, wat doen u daaromtrent? 
Nee juffrou, ek kan nie lees nie, maar is bereid om iemand te kry wat my kan 
help. 
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Participant # 28 
Wanneer het u uitgevind, u kind ondervind leesprobleme? 
Ek het uitgevind in graad vier, toe Meneer McCalm my ingeroep het om my van 
my kind se leesprobleem in te lig. 
Hoe het u as ouer hieroor gevoel, en waarom? 
Ek was teleurgesteld want in grade 1, 2, en 3 kon sy lees. 
Hoe voel u as ouer dat u kind in „n inklusiewe klaskamer onderrig ontvang? 
Heelwat tevrede, omdat daar nie teen haar gediskrimineer word en sy word nie 
uitgesonder nie. 
Wat ondervind u as ouer tuis wanneer u kind nie „n eenvoudige sin kan lees nie? 
Ek voel baie teleurgesteld … die probleem is om haar aanmoediging te gee om 
te lees, want sommige dae weier sy om te lees, dit maak my soms moeg.  
Wat verwag u van die onderwyser wat u kind, wat „n leesprobleem het, in die 
gewone stroom onderrig? 
Ek verstaan dat die onderwyser haar nie alleen kan onderrig nie, hy het baie 
ander kinders om te leer. Ek verwag egter dat hy haar sal help, al is dit in n 
groep, … met haar leesprobleem. 
Hoe kan die onderwyser u as ouer help om u kind se leesprobleem te oorbrug? 
Om haar vir 1uur na skool te laat lees, en vir haar tuiswerk te gee, en vir my 
wenke te gee, hoe om haar te laat lees.  
Wat is u as ouer bereid om te doen om u kind te help met die leesprobleem? 
Ek is bereid om haar tuis te help en elke middag ten minste een uur net aan 
lees te spandeer.   
 Waarom het u „n gewone skool gekies om u kind te laat onderrig en nie „n spesiale 
skool nie? 
Omdat sy vanaf graad vier af hier skool gaan en al haar maatjies is hier. 
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Kan u, u kind met leesprobleme help? Indien nie, wat doen u daaromtrent? 
Ja en nee, maar ek het nie onderwys onderrig nie, en het slegs graad tien 
geslaag, maar ek probeer my beste.   
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Participant # 29 
Wanneer het u uitgevind, u kind ondervind leesprobleme? 
In graad drie. 
Hoe het u as ouer hieroor gevoel, en waarom? 
Ek het nie lekker hieroor gevoel nie, was teleurgesteld in myself, want ek het 
gevoel dat ek my kind nooit boeke koop om te lees nie daarom ondervind hy 
nou problem in die skool. 
Hoe voel u as ouer dat u kind in „n inklusiewe klaskamer onderrig ontvang? 
Ek voel gemaklik en hoop dat hy by die skool ook gehelp sal word. 
Wat ondervind u as ouer tuis, wanneer u kind nie „n eenvoudige sin kan lees nie? 
Teleurgesteld, maar hoop dat daar „n verandering sal kom. 
Wat verwag u van die onderwyser wat u kind, wat ʽn leesprobleem het, in die 
gewone stroom onderrig? 
Ek verwag dat die onderwyser net geduld sal hê, om my kind met sy probleem 
te help, waar nodig. 
Hoe kan die onderwyser u as ouer help om u kind se leesprobleem te oorbrug? 
My kind, miskien na skool agter hou, om hom te help met sy leesprobleem. Die 
onderwyser kan my ook verduidelik hoe om my kind tuis te help. 
Wat is u as ouer bereid om te doen om u kind te help met die leesprobleem? 
Ek maak tyd om met hom te sit en hom te help lees. 
Waarom het u „n gewone skool gekies om u kind te laat onderrig en nie ʽn spesiale 
skool nie? 
Ons het nie geweet, daar sal so „n probleem ontstaan het nie. 
Kan u, u kind met leesprobleme help? Indien nie, wat doen u daaromtrent? 
Hy word tuis gehelp, maar ek weet nie of dit help nie. 
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Participant # 30 
Wanneer het u uitgevind, u kind ondervind leesprobleme? 
In graad een, hy was spelerig en het gedragsprobleme gehad en ek het altyd 
klagtes gekry van die onderwysers. 
Hoe het u as ouer hieroor gevoel, en waarom? 
Moeilik om te sê, want hy ondervind nou nog die problem. 
Hoe voel u as ouer dat u kind in „n inklusiewe klaskamer onderrig ontvang? 
Dit werk nie vir hom nie, want hy kan nie regkom in die klas nie, maar ek weet 
nie of hy sal regkom in n ander klas nie, want hy het nie net leesprobleme nie, 
maar ook gedragsprobleme in die klas.  
Wat ondervind u as ouer tuis, wanneer u kind nie „n eenvoudige sin kan lees nie? 
Hartseer en spyt dat hy nie kan lees nie, soms voel ek moedeloos, want ek 
voel ek kan hom nie help nie.  
Wat verwag u van die onderwyser wat u kind, wat „n leesprobleem het, in die 
gewone stroom onderrig? 
Moontlik ekstra klasse vir hom te gee, al is dit na skool. 
Hoe kan die onderwyser u as ouer help om u kind se leesprobleem te oorbrug? 
Die onderwyser moet vir my die inligting gee … wat ek tuis moet volg om my 
kind te help om sy leesprobleem te oorbrug.  
Wat is u as ouer bereid om te doen om u kind te help met die leesprobleem? 
Ek sal met hom sit en help waar ek kan en hom biblioteek toe neem. 
Waarom het u „n gewone skool gekies om u kind te laat onderrig en nie „n spesiale 
skool nie? 
Dit is naby my huis en kos minder, maar ek sal daarvan gehou het om hom, by 
n spesiale skool te hê, want daar is beter geriewe en gekwalifiseerde 
onderwysers vir hierdie poste. 
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Kan u, u kind met leesprobleme help? Indien nie, wat doen u daaromtrent? 
Dit is moeilik, as jy nie weet wat om te doen nie. 
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Participant # 31       
When did it come to your attention that your child is experiencing barriers to reading? 
It was the beginning of this term or last term.  
How did you as a parent feel about it and why? 
I felt very frustrated actually, because I sat with her at home, and I tried to help 
her and she just pronounces the same words over and over wrong.  
How do you as a parent, feel that your child is taught in an inclusive classroom at 
school? 
I am actually quite fine about that. 
What do you as a parent experience at home when your child cannot read a simple 
sentence? 
Well, it is actually very stressfull ….it is. I feel worried, what is going to happen 
to him one day when he is an adult and he still cannot read? This is my 
biggest concern that he is going to be dependent on other people because of 
his reading problem.” 
What do you expect from the teacher, teaching your child who has a barrier to 
reading in a mainstream class? 
Well, there is only so much a teacher can do, you as a parent, it is your 
responsibility as well when your child is at home, to help your child. If the 
teacher can spend a little more time, on a one-to-one basis with my child, it 
could help to improve his reading.  
How can the teacher assist you, as a parent, to help your child to overcome his or 
her barrier to reading? 
Maybe spend a little more time with my child, on her own.  
What are you, as parent, willing to do to help your child with the reading problem? 
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Well, every day when she comes from school, I spend time with her and 
supervise her when she does her homework. We spend an hour every day, on 
reading or reading activities.  
Why did you pick a mainstream school to educate your child and not a special school 
that caters for learners with special needs? 
Well, I was at this school. (laughing), …  and this is a good school, and the 
teachers are all very concern about their learners, in their classes.  
Can you assist your child with the reading problem, if not what are you doing about 
it? 
Actually I can, I am helping her at the moment, because she actually reads 
from her memory. If you read a sentence to her, then she memorise it, and 
read that same sentence back to you. She is very good in memorising words 
and sentences but that does not mean she can read. I am currently helping her 
to recognise words in a sentence and Iam using different books to test her. 
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Participant # 32 
Wanneer het u uitgevind, u kind ondervind leesprobleme? 
Hy was in Graad 3, toe vind ons uit hy kon nie lees nie, toe stuur hulle hom na 
die Spesiale klas toe.   
Hoe het u as ouer hieroor gevoel, en waarom? 
Ek was baie teleurgesteld en geskok omdat die onderwysers my nie vroee  r 
ingelig het, dat my kind nie kan lees nie. 
Hoe voel u as ouer dat u kind in „n inklusiewe klaskamer onderrig ontvang? 
Ek is nie tevrede nie, hy sit hier in die klas, hy kan nie lees nie, maar hy gaan 
net aan.  
Wat ondervind u as ouer tuis, wanneer u kind nie „n eenvoudige sin kan lees nie? 
Ek raak baie kwaad en dan voel ek weer jammer vir hom, want dit kan nie vir 
hom maklik wees in die klas as hy nie kan lees nie. 
Wat verwag u van die onderwyser wat u kind, wat „n leesprobleem het, in die 
gewone stroom onderrig? 
Ek sal daarvan hou as die juffrou … vir my kind lees werk kan gee en miskien 
meer aandag aan hom en sy leeswerk na skool kan skenk. 
Hoe kan die onderwyser u as ouer help om u kind se leesprobleem te oorbrug? 
Die juffrou kan vir my lees werk gee en die juffrou moet vir my sê … wat moet 
ek doen, om hom te help. 
Wat is u as ouer bereid om te doen om u kind te help met die leesprobleem? 
Ek is bereid om my kind by die huis te help, … die juffrou kan net vir my 
neerskryf watter bladsye hy moet lees en dan sal ek hom daarmee help.   
 
 
372 
 
Waarom het u „n gewone skool gekies om u kind te laat onderrig en nie „n spesiale 
skool nie? 
Ek het nie geweet, hy het n leesprobleem nie, toe stuur ek hom na hierdie 
skool toe. Die sielkundige het hom eers hierdie jaar na ʽn spesiale skool, soos 
byvoorbeeld Westview verwys.   
Kan u, u kind met leesprobleme help? Indien nie, wat doen u daaromtrent? 
Ek kan hom net met die eenvoudige takies help en as dit vir my te moeilik raak, 
dan stuur ek hom na my oudste suster toe.   
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
373 
 
Participant # 33 
Wanneer het u uitgevind, u kind ondervind leesprobleme? 
Ek het uitgevind toe my kind in graad twee was, by Juffrou Baartman, dat die 
kind n leesprobleem het. Sy het my ingeroep.  
Hoe het u as ouer hieroor gevoel, en waarom? 
Ek was bekommerd … ek was bekommerd en ek was nie seker ek kan hom 
help nie.  
Hoe voel u as ouer dat u kind in „n inklusiewe klaskamer onderrig ontvang? 
Ek voel tevrede, dat my kind in die gewone klaskamer is en nie in ʽn spesiale 
klas nie. Die kinders is baie wreed juffrou, hulle terg die kinders as hul in die 
spesiale klas is… hulle sê dit is die “dom klas”.  
Wat ondervind u as ouer tuis, wanneer u kind nie „n eenvoudige sin kan lees nie? 
Ek voel somtyds mismoedig, want ek het ook ander kinders wat my aandag 
nodig het, maar spandeer baie meer tyd met hom en dan kan hy nog steeds nie 
die woorde herken nie. 
Wat verwag u van die onderwyser wat u kind, wat ʽn leesprobleem het, in die 
gewone stroom onderrig? 
Ek sal dit waardeer, as sy ʽn ekstra tydjie kan af knyp om my kind te kan help, 
met sy leeswerk. Ek verstaan daar is baie kinders in die klas en die 
onderwysers is baie besig.  
Hoe kan die onderwyser u as ouer help om u kind se leesprobleem te oorbrug? 
Die onderwyser kan die leesboekies wat hul in die klas gebruik vir my huis toe 
stuur met ʽn briefie wat verduidelik wat my kind die volgende dag moet ken … 
of moet lees. 
Wat is u as ouer bereid om te doen om u kind te help met die leesprobleem? 
Ek is bereid om na skool my kind na die biblioteek te neem om daar boekies te 
gaan lees.    
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Waarom het u „n gewone skool gekies om u kind te laat onderrig en nie „n spesiale 
skool nie? 
Ek, as voog, verkies maar die kind in ʽn gewone skoool, die kinders in die 
gemeenskap terg die leerlinge wat by ʽn spesiale skool gaan. Ek wil nie hê hy 
moet uitgelag of ʽn bespotting van gemaak word nie … hy het al baie in sy kort 
lewe deurgemaak, juffrou.    
Kan u, u kind met leesprobleme help? Indien nie, wat doen u daaromtrent? 
Ek probeer my beste om my kind te help met die ekstra tyd wat ek het. 
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Participant # 34 
Wanneer het u uitgevind, u kind ondervind leesprobleme? 
Juffrou, ek het dit van graad drie af ondervind. 
Hoe het u as ouer hieroor gevoel, en waarom? 
Baie sleg, want ek het net gevoel my kind is dom. 
Hoe voel u as ouer dat u kind in „n inklusiewe klaskamer onderrig ontvang? 
Baie ontevrede juffrou, omdat my kind nie by die ander kinders in die klas kan 
aanpas nie. 
Wat ondervind u as ouer tuis wanneer u kind nie ʽn eenvoudige sin kan lees nie? 
Ek voel soos iemand wat van haar kop af raak, „n mal mens wat … myself 
blameer. 
Wat verwag u van die onderwyser wat u kind, wat „n leesprobleem het, in die 
gewone stroom onderrig? 
Ek wil so graag my kind help maar ek kry dit net nie reg nie juffrou, ek sal dit 
waardeer as die juffrou my kind tuis ook kan help. … sy probleem … is groot 
… ( ouer: emosioneel) ek weet nie … of hy ooit sal … kan lees nie. 
Hoe kan die onderwyser u as ouer help om u kind se leesprobleem te oorbrug? 
Ek wil so graag hê dat die onderwyser saam met hom boekies of kaartjies met 
die lees woorde op huis toe sal stuur, sodat ek die kind by die huis kan help. 
Wat is u as ouer bereid om te doen om u kind te help met die leesprobleem? 
Ek wil my kind so graag by n biblioteek inskryf en hom help met lees, maar hy 
stel nie belang daarin om enige boek of selfs tydskrif te lees nie. 
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Waarom het u „n gewone skool gekies om u kind te laat onderrig en nie „n spesiale 
skool nie?  
Omdat die spesiale skool, baie ver van ons is, en daar sal nie altyd geld wees 
vir vervoer nie … die gewone skool is baie goedkoper, onder die 
omstandighede wat ons nou is.  
Kan u, u kind met leesprobleme help? Indien nie, wat doen u daaromtrent? 
Ja, ek kan, ek speel saam met my kind skool-skool, ons spel die woorde, en 
dan lees ons die woorde in die leesboekie. 
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Participant # 35 
Wanneer het u uitgevind, u kind ondervind leesprobleme? 
Dit was in graad vier. Die onderwyser het my skool toe laat kom en die situasie 
aan my verduidelik.  
Hoe het u as ouer hieroor gevoel, en waarom? 
Ek het baie geskok gevoel, en kon nie verstaan dat niemand dit voorheen raak 
kon sien nie.  
Hoe voel u as ouer dat u kind in „n inklusiewe klaskamer onderrig ontvang? 
Ek het gevoel dat hy nie vordering gaan maak nie, maar hy maak vordering en 
erken al baie woorde wat hy voorheen nie geken het nie. Ek voel dus baie beter 
en voel hy kan maar in dieselfde klas bly. 
Wat ondervind u as ouer tuis wanneer u kind nie „n eenvoudige sin kan lees nie? 
Wanneer die kind n eenvoudige sin moet lees, en hy herken nie die woorde in 
die sin nie, dan slaan hy die woorde oor en lees net die woorde wat hy ken. 
Wat verwag u van die onderwyser wat u kind, wat „n leesprobleem het, in die 
gewone stroom onderrig? 
Om hom meer te laat lees en hom meer leeswerk te kan gee, sodat hy kan leer. 
Hoe kan die onderwyser u as ouer help om u kind se leesprobleem te oorbrug? 
Deur vir my te lei, wat moet ek doen om my kind met sy probleem te help. Ek 
sal saam met my kind sit en hom stap vir stap verduidelik en, … saam met 
hom sy naslaan werk doen en, ….  hom help om te lees sodat hy die take kan 
verstaan.  
Wat is u as ouer bereid om te doen om u kind te help met die leesprobleem? 
Ek is bereid om enigiets te doen, solank my kind net kan lees. Ek sal alles 
opoffer om vir my kind ʽn beter toekoms te gee. 
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Waarom het u „n gewone skool gekies om u kind te laat onderrig en nie „n spesiale 
skool nie? 
My kind was eers verwys na Merryvale (n spesiale skool), volgens sy 
sielkundige verslag. Ek het toe alreeds die kind ingeskryf by hierdie skool. Ek 
het met die onderwyser gesels oor sy lees probleem, sy vordering is maar 
stadig, … maar vir nou is dit ok.        
Kan u, u kind met leesprobleme help? Indien nie, wat doen u daaromtrent? 
Ek probeer … my kind help met die leesprobleem, maar dit is soms  moeilik.  
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